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ABSTRACT

Immigration has been part of American history, through time increasing the
diversity in population. The U.S. Department of Education reported that newly arrived
immigrant students are welcomed to classrooms in public schools, and recent data
revealed that more than 840,000 immigrant students occupy American classrooms.
Immigrant students may demonstrate high aspirations and hope for a good public
education however, some experiences bring about isolation, anxiety, and oppression,
demonstrating a critical need for a caring and equitable environment. This qualitative
case study utilized interviews with newcomer students to determine the social-emotional
impact of the lived experiences of newly arrived immigrant students in one East Texas
High School. Interview data was coded to define specific struggles and to identify
supportive strategies for these students. The findings revealed themes in the areas of:
The Language Barrier, Social-Emotional Alienation / Isolation, Needing Peer Assistance,
Friendships, and Family. Students expressed a strong need for language support, which
would assist in academics and social realms.
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CHAPTER I

Introduction to the Study

Background of the Problem
Suárez-Orozco and Todorova (2003, p. 5) expressed, “Immigrant youth are
increasingly found in neighborhoods, schools, community centers, and health care
facilities all over the country.” Moreover, in some ways immigrant youth “are like all
other children – immigrant and nonimmigrant alike. They also share particular traits and
experiences that are unique to the immigrant experience.” According to McCabe (2011,
p. 1), “The United States experienced phenomenal growth in the number of Englishlanguage learners over the first decade of the 21st century, expanding the need in many
public schools to provide special language instruction.”
“The demographic makeup of students in U. S. schools has changed dramatically
in recent years. The number of children of immigrants, immigrants, and students with
limited language English proficiency keeps rising” (Blanco-Vega, Castro-Olivio, and
Merrell, 2007, p. 43). The Texas Education Code (TEC) §89.1201(a) states that students
in Texas who have a primary language other than English and are identified as an English
Language Learner must be provided their education in bilingual education or an English
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as a second language (ESL) program, as required in the Texas Education Code Chapter
29, Subchapter B (2018). Additionally, Waters (2015, p. 305) stated that
undocumented children are entitled to K-12 education and so attend elementary
and high school with other children, ostensibly on an equal footing. Thus, schools
are one of the only institutions in American society where undocumented children
legally belong and are entitled to equal treatment.
“All children in the United States are entitled to equal access to a public
elementary and secondary education, regardless of their or their parents’ actual or
perceived national origin, citizenship, or immigration status” (U.S. Department of
Education, 2014, p. 1). This provision includes newly arrived unaccompanied children,
who are residing in local communities with a parent, family member, or other appropriate
adult sponsor, as they work through immigration proceedings.
East Texas Independent School District (EISD) has experienced rapid growth in
student enrollment beginning the 2018-2019 school year with 6,430 (August 31, 2018)
students, and currently servicing 6,707 students, as per the School Board Report posted
February 18, 2019. Among the greatest increase are students identified as English
Language Learners (ELLs), with the total as of this project being 2,902 students, which is
43.3% of the district population, up from 2,792 at 42.5% during the October, 2018
Snapshot. The campus of East Texas High School in ETISD has shown considerable
growth in student population, with the majority of growth being English Language
Learners, a total of 361 to date. Fifteen of these students are Newly Arrived Immigrant
Students who came from varying countries including Honduras and Costa Rica, and some
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attending school for the first time in a structured educational setting. Currently there are
15 newly arrived immigrant students being served at East Texas High School as follows:
9th Grade- four students, 10th Grade- three students, and 11th Grade- three students.
East Texas High School (ETHS) functions as a traditional public high school,
with an administrative team including a Principal, four Assistant Principals, four
Counselors, one College and Career Counselor, and two Instruction Specialists.
Appropriately certified teachers and staff serve students in the state required curriculum,
as well as electives and Career and Technical Education (CTE) courses that provide
enrichment to learning. Additionally, Bilingual and English as a Second Language
certified teachers work diligently to meet the academic needs of English Language
Learners, including the 15 Newly Arrived Immigrant Students.
Chapter 89 of the Texas Education Code, policy §89.1201 (2019) mandates that
every student in Texas “who has a primary language other than English and who is
identified as an English learner shall be provided a full opportunity to participate in a
bilingual education or English as a second language (ESL) program” (see Appendix A
for TEC §89.1201.Policy Assurances.) At ETHS ninth grade newcomers are serviced in
two English for Speakers of Other Languages (ESOL) I classes, while 10th grade
newcomers are placed in ESOL II. ESOL courses provide credit for their English I and
English II classes. These students also receive instruction through a pull out program
with an English as a Second Language (ESL) teacher. To determine appropriate
placement for students, TELPAS (Texas English Language Proficiency Assessment
System) data is used, showing student levels of English language proficiency. Students
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who score in the Intermediate Advanced or Advanced High range are placed in the
general education setting with an ESL certified teacher, while students who score in the
Beginner and Intermediate range are placed in the ESL program. Students in 11th and 12th
grades are placed in the appropriate English course and receive supports as needed by the
ESOL teachers. In addition, for the 2019-2020 school year a New Language Acquisition
elective course was added to increase language skills.
Goals in the Campus Improvement Plan for ETHS address academic performance
of all students on state assessments, attendance percentage, highly qualified teachers, safe
and drug free environment, and preparation for post-secondary readiness. While the plan
mentions students at risk, there is no mention of English Language Learners specifically,
nor of meeting the needs of newly arrived immigrant students.
Problem Statement
“The rapidly increasing population of Latino youth is at significant risk for mental
health problems due to the high rates of poverty, violence, teenage pregnancy, and school
dropout” (Garrison, et. al., 1999, p. 215). The problem to be addressed in this research is
that while Newly Arrived Immigrant Students are served by appropriately certified
teachers and receive academic resources and materials to assist in their learning, socialemotional supports are not addressed in the ETHS Campus Improvement Plan.
According to Blanco-Vega, Castro-Olivio, and Merrell (2007, p. 47), “Immigrant Latino
youths face unique circumstances and therefore may have unique social and emotional
needs. One of the most salient psychological processes that immigrant Latino
adolescents face is acculturation.”
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Ozer (2013, p. 1) stated, “Acculturation can be understood as the continuous
meeting of different cultural elements.” In addition, Ozer (2017, p. 1) explained that the
act of acculturation is “understood as a process happening within various domains, with
changes in behavior, such as use of language, food preference, peer group interaction,
and media consumption, as well as changes in attitude, such as preferences for the
involved cultural elements.”
The issues Latino immigrant students face, such as a traumatic experience during
the process of immigration, entering a new culture and facing new language and social
norms, and possible discrimination “represent a great challenge for the social and
emotional well-being of Latino immigrant and other ethnic and cultural minority
students” (Blanco-Vega, Castro-Olivio, & Merrell, 2007, p. 48). Thus, Blanco-Vega, et.,
al. (2007, p. 57) further stated that “Latino immigrant youths are at risk for negative
social and academic outcomes.” Boldly, Li (2010, p. 133) expressed, “Traditionally, the
White teaching work-force has been set as default, but its dominant attitude and its
ignorance of other cultures have greatly limited its capacity in delivering quality service
to ethnically and linguistically diverse students.”
In a study conducted in Turin, Italy, Ricucci (2008, p. 456) found that “The
importance of school as an institution involved in the reception, integration and
construction of an intercultural experience is especially critical given the increment of the
attendance of foreign students in the various levels of the education system.”
Additionally, DeJonckheere, Vaughn, and Jacquez (2017, p. 408) described five
categories of adversity and stress found in their study of Latino Immigrant youth which
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stem from “(a) peer relationships, (b) immigration, (c) academics, (d) language, and (e)
family.”
Finally, Chapter 89, Subchapter BB. Commissioner’s Rules Concerning State
Plan for Educating English Learners, effective in 2018, did not address the social
emotional needs of newly arrived immigrant students. In fact, the rules refer only to
educational programs, such as Dual Language, professional certifications required of
teachers, professional development, assessments, and requirements to meet the academic
needs of English Language Learners.
Purpose Statement
The purpose of this study was to identify and understand the lived experiences
that Newly Arrived Immigrant Students face in the East Texas High School setting, and
to develop a working plan of systems and strategies to provide social-emotional supports.
McLaughlin, et. al., (2002, p. 214) stated, “Given the complexity of economic, cultural,
and educational issues for Latino immigrants, it is vital to identify the at-risk factors and
the success factors in our own communities.” In addition, “Educators should help
students and parents learn how to negotiate and interact with schools, determine ways to
communicate directly with immigrant families, and organize staff development
experiences that compel school personnel to examine their images of Latino immigrants”
(McLaughlin, et. al., 2002, p. 227).
Garrison, Roy, and Azar (1999, p. 200) stated, “In order to provide culturally
competent services to Latino children and their families, it is essential to understand and
appreciate the characteristics of the Latino population, along with their service needs and
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ways to effectively address them.” In addition, to support immigrant students, Garrison,
et al., further urged the “delivery of school-based mental health services for meeting the
mental health needs of Latino children in the context of their family, school, and
community” (1999, p. 207).
Research Questions
The research questions that guide this study include:
1. What are the lived experiences of newly arrived immigrant students at East Texas
High School?
2. What are the social-emotional needs described by newly arrived immigrant
students?
Significance of the Research
Marshall and Rossman (2016, p. 67) stated, “The proposal should present a
convincing argument, showing how the proposed research will likely be meaningful and
will contribute to improving the human condition.” The significance of this research is
first to provide information that will drive professional development for teachers as well
as programming and strategies to support the social-emotional needs of Newly Arrived
Immigrant Students at East Texas High School and in East Texas Independent School
District.
Secondly, this research provides a rich literature review and qualitative data on
the lived experiences of the participants that will enhance existing knowledge on the
social-emotional needs of Newly Arrived Immigrant Students, and how to provide
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supports in the public-school setting. By providing a voice to these students, their
narratives will inform educators who seek to bring equity in the educational environment.
In a study completed by DeJonckheere, Vaughn, and Jacquez (2017, p. 400), the
authors noted that to their knowledge, “no studies to date examined the effects of this
complex social environment on stress and resilience in Latino immigrant youth.” Ojeda,
Flores, Meza, and Morales (2011, p. 184) also expressed that Latino immigrants are a
“historically exploited group that represents more than half of all U. S. immigrants and is
continuously growing. Limited research exists on Latino immigrants despite their large
presence in the United States. According to Wilson, Ek, and Douglass (2014, p. 2),
“Much must be learned about how youth seek agency by educational border crossing and
how educators can facilitate rather than block their efforts.” Moreover, Martinez,
McClure, Eddy, and Wilson (2011, p. 324) expressed, “Though research on Latino
immigrant families in particular is increasing, little is known about contributors to
positive social, behavioral, and emotional adjustment among foreign-born parents and
youth.” In addition, “Few studies have examined the adjustment of immigrant Latino
families at different stages in the process of adapting to life in the United States”
(Martinez, et. al., 2011, p. 324). Finally, Wilson, et. al. (2014, p. 2) further stated, “There
is also a moral imperative for educators to cross borders as well, but in a distinct way
through which they exit comfortable and privileged zones to better understand, engage,
and justly serve diverse students.”
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Assumptions
The researcher assumed that all students involved in the study are newly arrived
immigrant students, as defined for this project. It was also assumed that including a
trusted bilingual colleague, who is also well known in the community, would assist in
building trusting relationships with the participants. Finally, it was assumed that all
participants involved in the study would willingly provide truthful information clearly
and with complete understanding of the purpose of the research.
Limitations
According to Neuman (2006, p. 156), qualitative research includes a variety of
limitations. “Major limitations include time, costs, access to resources, approval by
authorities, ethical concerns, and expertise.” The researcher must take into account that
“simply by identifying oneself as a researcher may automatically give one power over the
participant because the researcher is viewed as a figure of authority based on education
level and career” (Ojeda, et. al. 2011, p. 195). Thus, a limitation is the knowledge that
some of these families may be undocumented and fearful or untrusting of the researcher
and/or “the system” (p. 195). Ojeda, Flores, Meza, and Morales (2011, p. 189) stated that
being unfamiliar “with research, prior experiences of being exploited or deceived for
research purposes, concerns about language fluency, or fears that information they
provide for a study will be reported to ‘immigration’ may contribute to Latino
immigrants’ consideration of participating in research.” Building relationships of trust
with families was critical to gaining permission to interview students. The intention of
the researcher was to meet with the students in their community, rather than in the school
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setting to increase validity and truthful information. In addition, a trusted colleague who
has ties to the community offered assistance with the communication process. The
information gleaned from this study will not be considered to be transferable or
generalizable, but specific to East Texas High School.
Additionally, the language barrier between the researcher and participants adds a
disadvantage. According to Squires, a disadvantage to cross-language interviews is the
possibility of “rendering the translator or interpreter as an invisible part of the research
process, failure to pilot test interview questions in the participant’s language, no
description of translator or interpreter credentials, [and/or] failure to acknowledge
translation as a limitation of the study” (2009, p. 277). In their experience, Ojeda, Flores,
Meza, and Morales noted that “Bilingual and bicultural skills have also been essential to
our qualitative research projects, particularly in designing the interview protocol,
conducting interviews, transcribing and translating interviews, and interpreting data”
(2011, p. 187).
Moreover, “Depending on Latino immigrants’ experiences with government in
their home countries and in the United States, they may be skeptical about how
information they provide will be used and/or misused” (Ojeda, Flores, Meza, and
Morales (2011, p. 186). This notion demonstrated that “the research process with Latino
immigrants is as critical as the outcomes of the study” (Ojeda, et. al., 2011, p. 186).
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Cautions
Cautions, in this context, refers to conditions that the researcher must take into
consideration, as they have the potential to effect ideals. Specifically, in this research
cultural awareness and biases, whether known by the researcher or not, might have
played a role in researcher perception.
Cultural competence.
According to Ojeda, Flores, Meza, and Morales (2011, p. 186), “When
conducting studies with Latino immigrants in a culturally competent manner, researchers
must not only be well versed in qualitative research methods but also know how to work
with communities that have been historically exploited by mainstream society.” In this
situation, such skills include “relying on gatekeepers, having knowledge of the Spanish
language, and understanding cultural nuances. Another issue involves attending to how
Latino immigrants may perceive research” (Ojeda, et. al., 2011, p. 186). The researcher
must also keep in mind that “to most Latino immigrants, participation in research may be
a foreign experience. Thus, researchers should develop essential awareness, knowledge,
and skills to conduct culturally competent qualitative research with Latino immigrants”
(Ojeda, et. al., 2011, pp. 187-188). Moreover, “the more knowledge researchers have
about the sociopolitical climate of Latino immigrants, the more successful they will be in
executing a study that produces valuable data about this group” (Ojeda, et. al., 2011, p.
188).
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Biases.
As researchers begin the qualitative process that involves culture, language, etc.,
participants and/or societies, an awareness of personal attitudes and biases must be
considered. Ojeda, et. al. (2011, p. 188), acknowledged that “these attitudes and beliefs, if
left unchecked, can influence researchers’ interactions with participants as well as their
interpretation of data.”
Delimitations
The participant group was limited to immigrant students who have been in the
United States less than five years, in order to maintain a purposeful sample. Initially, the
setting of the interviews was to be on the home campus of the students, seeking to ensure
a comfortable and trusting setting. However, during the interview process, COVID 19
reached the United States, which resulted in EISD moving to online platforms for
learning. In addition, district employees were prevented from visiting the homes of
students, or meeting face to face at any public place. Thus, all interviews were conducted
via conference call and/or on Zoom, which is an online platform for meeting.
A bilingual administrator in EISD served as translator communicated the research
intent, as well as provided assurance of confidentiality. This well trusted staff member
lives within the community and is active in the church and in other community activities.
To ensure the accuracy of translation, this same administrator translated and transcribed
word for word recordings from the interviews.
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Definition of Terms
The following terms are defined in the specific context of this study to aid the reader in
understanding the content and context of the research.
Newly Arrived Immigrants Defined
Definition for this project. For the purpose of this study, “the term ‘newcomers’
refers to any foreign-born students and their families who have recently arrived in the
United States” (Newcomer Toolkit, 2016, p.8). This study included newcomers who are
new to the United States during the 2017-2018, 2018-2019, and the 2019-2020 school
year and attend East Texas High School.
Immigrant. According to Merriam-Webster, an immigrant is a person who comes
to a country to take up permanent residence.
Lived experiences. Herger (2016) stated that the term “lived experience comes
up most often in the discussions about social justice involving marginalized individuals
and groups” and describes first hand accounts of the living.
Population data and increased numbers. “Rates of intentional migration have
reached unprecedented levels in the United States and throughout the world” (Schwartz,
Unger, Zamboanga, Szapoenik, 2010, p. 237).
School population. According to the U.S. Department of Education (2019, p. 1),
“Schools in the United States have always welcomed new immigrant children to their
classrooms – according to the most recent data, there were more than 840,000 immigrant
students in the United States.”
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Acculturation.
As used in this study, “Acculturation can be understood as the continuous meeting
of different cultural elements” (Ozer, 2013). Blanco-Vega, et. al. (2007, p. 47) stated,
“Acculturation is the process of cultural change when an individual encounters two
different cultures.” In addition, “Acculturation refers to the internal processes of change
that immigrants experience when they come into direct contact with members of the host
culture” (Kelly, 2016, p. 155). Schwartz, Unger, Zamboanga, and Sapocznik (2010, p.
237) proposed acculturation as a “multidimensional process consisting of the confluence
among heritage-cultural and receiving-cultural practices, values, and identifications.”
Gil, Vega, and Dimas (1994, p. 43) defined acculturation as “the process of cultural
change due to two or more cultures coming into contact.”
Acculturation psychology.
Acculturation psychology “aims to comprehend the dynamic psychological
processes and outcomes emanating from intercultural contact” (Ozer, 2017, p. 1).
Additionally, “Within psychology, the focus on the individual has been related to
adaptation during these cultural processes and the acknowledgment that not all
individuals participate to the same extent and adapt in the same manner to the general
process of acculturation” (Ozer, 2017, p. 1).
Acculturation psychological framework theory.
According to Ozer (2017, p. 2), conceptually, “the theory of acculturation
psychology [framework] consists of various factors representing both the group and the
individual levels of the process. This model acknowledges that the individual variables,

15
reflecting psychological aspects, are embedded in situational variables referring to the
context” (Ozer, 2017, p. 2). The acculturation framework “distinguishes between the
acculturation as a cultural or group phenomenon, and the psychological acculturation on
the individual level” (Riedel, et al., 2011, p. 556).
Kelly (2016, p. 157) expressed, “Acculturation theory speaks to the adaptation of
a minority culture blending with and adapting to a majority culture.” In addition,
“Through acculturation theory, Hispanics can recognize the importance of adaptation and
integration into American society while still maintaining their culture and enriching
American culture” (Kelly, 2016, p. 161).
Acculturative stress.
According to Riedel, Wiesmann, and Hannich (2011, p. 555), “Acculturative
stress denotes unresolved problems resulting from intercultural contact that cannot be
overcome easily by simply adjusting or assimilating.” Acculturative stress and cultural
differences result in several conflicts that may lead to significant stress. Riedel, et. al.
(2011, p. 556) defined those conflicts as:
1. Conflicts through the new roles played in the new place of residence.
2. Conflicts through change of status, specific practices, beliefs and values.
3. Conflicts through acquisition of a new language.
According to Gil, et al., (1994, p. 44), “Negative outcomes occur when stressors
exceed the individual’s coping resources, or mediators. Acculturative stress, as applied to
Hispanic adolescents, may also include differences in acculturation levels between
adolescents and their parents.”
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English For Speakers of Other Languages (ESOL).
For the purposes of this study, English for Speakers of Other Languages (ESOL)
refers to high school courses that meet the requirements for English I and English II for
English Language Learners, in accordance with Chapter 128. Texas Essential
Knowledge and Skills for Spanish Language Arts and Reading and English as a Second
Language, Subchapter C. High School. (Texas Education Agency, 2019).
Newcomer.
The term “refers to any foreign-born students and their families who have recently
arrived in the United States” (NCLEA, 2016, p. 8). In this research, Newly Arrived
Immigrant Students (newcomers) refers to students who are new to the country entering
the 2018-2019 school year.
TELPAS.
The Texas English Language Proficiency Assessment System (TELPAS) was
designed by the Texas Education Agency (TEA) to “assess the progress that limited
English proficient (LEP) students, also referred to as English learners (ELs), make in
learning the English language” (Texas Education Agency, 2019). TELPAS is used to
assess the English language proficiencies in Kindergarten through 12th grade in the areas
of listening, speaking, reading, and writing, fulfilling yearly federal requirements.
Translator and Interpreter
According to Squires (2009, p. 3), “Translators and interpreters provide language
translation services. When researchers need written documents translated from one
language to another, such as interview transcriptions or primary and secondary sources,
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they employ a translator.” Further, “If researchers require translation services to conduct
an interview or focus group, they employ an interpreter”
Summary
According to Winsler, Kim, and Richard (2014, p. 2244), “Solid socio-emotional
skills promote competent interactions with classmates, teachers, and other adults,
potentially contributing positively to the attainment of English language proficiency as
well.” Additionally, in a study completed by McCloud (2015, p. 268), the author found
that the “difficulties of English comprehension, anxiety over the physical environment,
and lack of friends coalesced to create unsettling experiences for these students as
newcomers.” McCloud (2015, p. 269) also stated that newcomer students who make
connections between families and community members who are English Language
Learners transition more smoothly into the school setting.
Further, Blanco-Vega, et al. (2007, p. 48) stated,
We must not forget that when Latino immigrant students first enter American
schools they are thrown into an entirely new culture [in which] students are forced
to learn a new language and coping skills around racial, ethnic, and language
discrimination that could have a negative effect on their mental health.
Organization of the Study
In this study, chapter I provided background knowledge, starting with a descriptor
of the district involved in the study in regard to the specific research topic. The problem,
purpose, and significance of the research are explained, as well as specific research
questions, terms and the organizational format. Chapter II provides a rich literature
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review that supports the nature and ideas of this research. Literature review sections
include a description of newly arrived immigrant students, their lived experiences, socialemotional skills as critical elements, acculturation, theories, and possible interventions to
support newcomer students.
The methodology is described in chapter III, depicting a qualitative study using
interviews to glean information from newly arrived immigrant students from one school
district. In this chapter, the theoretical framework is defined, as well as processes that
ensure ethical research.
Chapters IV and V provide a conclusion to the research. In chapter IV the
findings of the study are shared in accordance with the research questions. All qualitative
interview data is presented as emerging themes. Chapter V provides a summary of the
study, including implications and recommendations for further research and suggested
supports for newly arrived immigrant students.
This study utilized an Acculturation Psychological Framework Theory which is
“based on a universalistic theoretical position acknowledging the culture-specific
differences in search of the underlying psychological mechanisms” (Ozer, 2017. P. 4).
Within psychology, according to Ozer (2017, p. 1), “the focus on the individual has been
related to adaptation during these cultural processes and the acknowledgment that not all
individuals participate to the same extent and adapt in the same manner to the general
process of acculturation.” Additionally, Ozer (2017, p. 2) stated, “Even though the
acculturation process affects the new cultural society, the greatest effect is from the
context of reception to the acculturating individual.”
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In addition, the research included a Critical Theory framework. According to
Reeves, et al., stated, “Critical theorists study how the construction of knowledge and the
organization of power in society generally, and in institutions such as schools, hospitals,
and governments specifically, can lead to the subjugation or oppression of particular
individuals, groups, or perspectives” (2008, p. 633). Critical theory then “is not tied to
one specific methodology and can be applied at the micro (individual), macro (local
systems and contexts), or macro (societal) level” (Reeves, et. al., 2008, p. 633).
This dissertation research was qualitative in nature using purposeful sampling to
conduct interviews with newly arrived immigrant students. Interviews were conducted
with individual participants, using open-ended questions, to allow for the voices to heard
and understood. The interviews were recorded and translated to English and put into
transcript form for coding. The coding was categorized by perceived struggle, and
possible strategies and programming to support newly arrived immigrant students. The
identity of all participants remained confidential throughout the process and when
reporting the findings.

CHAPTER II

Review of Literature

This chapter provides review of relevant literature associated with the problem
addressed in the study. Newly arrived immigrant student, as referenced in this research,
is defined in regard to lived experiences including the immigration process, inequities,
trauma, and schools. Social emotional skills as critical elements for newcomer students
is explored and includes personal perspectives from a study completed by McCloud,
2015.
The diversities among newcomer students and the dynamics of acculturation are
discussed and include gender, family factors, residency, educational background, socioeconomic status, and the prospect of acculturation assessments. As foundational theories
to the study, Acculturation Psychological Framework Theory and Critical Theory are
explored. Finally, the literature review provides suggested interventions to support
newcomer students in the home, school, and community.
Introduction
Suárez-Orozco and Todorova (2003, p. 5) expressed, “Immigrant youth are
increasingly found in neighborhoods, schools, community centers, and health care
facilities all over the country.” Moreover, in some ways immigrant youth “are like all
20
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other children – immigrant and nonimmigrant alike. They also share particular traits and
experiences that are unique to the immigrant experience” (Suárez-Orozco & Todorova,
2003, p. 5). The number of newly arrived immigrants in the United States continues to
increase at a rapid rate. According to Camarota (2001):
•

More than 1.2 million legal and illegal immigrants combined now settle in the
United States each year.

•

The number of immigrants living in the United States has more than tripled since
1970, from 9.6 million to 28.4 million. As a percentage of the U.S. population,
immigrants have more than doubled, from 4.7 percent in 1970 to 10.4 percent in
2000.

•

By historical standards, the number of immigrants living in the United States is
unprecedented. Even at the peak of the great wave of early 20th century
immigration, the number of immigrants living in the United States was less than
half what it is today (13.5 million in 1910).

•

Immigration has become the determinate factor in population growth. The 11.2
million immigrants who indicated they arrived between 1990 and 2000 plus the
6.4 million children born to immigrants in the United States during the 1990s are
equal to almost 70 percent of U.S. population growth over the last 10 years.
In addition, “While some arrive with advanced degrees, good jobs, and visas,

others arrive with minimal levels of education and find employment in low-wage labor
markets, and have no documentation” (Gonzalez, Suarez-Orozco, Dedios-Sanguineti,
2013, p. 1179).
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Newly Arrived Immigrant Students
The participants in this study were recruited from East Texas High School, which
serves a growing percentage of newcomer students. While all students shared different
experiences and reasons for migrating to the United States, they have all lived in this
country for zero to five years.
Definition for this project. For the purpose of this study, the term “newcomers”
refers to “any foreign-born students and their families who have recently arrived in the
United States” (Newcomer Tool Kit, 2016, p. 8). This study included newcomers who
immigrated to the United States since the 2017-2018 school year and attended East Texas
High School.
Population data and increased numbers. “Rates of international migration
have reached unprecedented levels in the United States and throughout the world”
(Schwartz, Unger, Zamboanga, Szapocznik, 2010, p. 237).
School population. According to the U.S. Department of Education (2014, p. 1),
“Schools in the United States have always welcomed new immigrant children to their
classrooms – according to the most recent data, there were more than 840,000 immigrant
students in the United States.”
The Lived Experiences of Newly Arrived Immigrant Students
The lived experiences of newly arrived immigrant students exhibit a variety of
differences that include country of origin, immigration processes, family expectations and
relations, and events taking place once they enter the United States. While newcomer
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students seek to get a good education and a better life in America, there are significant
consequences that are individual to each student.
“Immigration is a complex, multifaceted phenomenon involving many factors and
variables that may be viewed through a variety of lenses” (Suárez-Orozco, SuárezOrozco, Todorova, 2008, p. 2). Further, Suárez-Orozco, et. al (2008, p. 56) stated, “The
process of migration “inflicts tremendous stress on family members [as] families often
must endure long separations” while survival pressures bring additional stressors.
Immigration experience.
“The migration experience affects the type and degree of acculturative stress that
the immigrant will experience. Some are forced to flee and seek political asylum due to
political events in their home countries” (Blanco-Vega, Castro-Olivo, & Merrell, 2007, p.
51). Others come to this country voluntarily, “in search of better economic opportunities
or to join family members who await them here” (Blanco-Vega, Castro-Olivo, & Merrell,
2007, p. 51). Riedel, et. al., stated, “Migrants have left their social environment behind,
in which they were socialized, still carrying those earlier acquired patterns of thinking,
feeling, and acting with them” (2011, p. 56). Still, immigrant youth “share particular
traits and experiences that are unique to the immigrant experience [and] all immigrant
youth have distinctive features common only to their own unique experience” (SuárezOrozco & Todorova, 2003, p. 5). When the type of migration is considered, “it is
important to keep in mind different traumatic experiences, near-death experiences, and
violence that some immigrants experience and its impact on their mental health and
adaptation to the new society” (Blanco-Vega, et. al., 2007, p. 51).
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According to Suárez-Orozco, Carola, Suárez-Orozco, Marcelo, (2001, p. 20)
“Immigration, a major life decision, has important psychological and social implications
for the individual and the family group. On the eve of departure, immigrants face an
uncertain future with potential for both gains and losses.” In their study, Suárez-Orozco,
et., al., (2001, pp. 67-68) found that “only 20 percent of the children in our sample came
to the United States as a family unit. Most of the children were separated from one or
both parents for a few months to a few years.” Thus, family “reunification is a long,
painful, and disorienting ordeal” (Suárez-Orozco, et. al., 2001, p. 66).
Trauma.
“By any measure, immigration is one of the most stressful events a family can
undergo. Immigrants must learn new cultural expectations and (often) a new language”
(Suárez-Orozco & Todorova, 2003, p. 20). In their study, DeJonckheere, et al., heard
student stories “involving two main sources of immigration stress – life before
immigration and feelings of loss after migrating to the United States” (2017, p. 410). For
example, “Many of the students were living with their grandparents in their country of
origin before moving to the United States to be reunited with one or more of their
parents” (DeJonckheere, et. al., 2017, p. 410). In addition, DeJonckheere, et. al., noted,
“A second source of immigration stress highlighted by the students is the loss that is
experienced when leaving a culture, environment, and family support network that is safe
and familiar” (2017, p. 410). Losses also included such things as pets, family, and
friends.
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In a study by Gonzalez, et al. (2013), participants “spoke of their anxieties, of
chronic sadness, of depression, of overeating or undereating, of difficulties sleeping, and
of a desire simply to never get out of bed” (p. 1187). Chronic stressors ultimately led
many young people to attempt suicide for various reasons including the “discovery of
undocumented status and their legal limitations, ongoing stress and worry, multiple
experiences with exclusions, and not being able to envision themselves in the future”
Moreover, “Extreme isolation and concealment, graduation from educational institutions
without tangible options, and reported fears and anxieties about becoming adults were all
good predictors of suicide amongst the participants in our study” (p. 1188). Finally, “The
rapidly increasing population of Latino youth is at significant risk for mental health
problems due to the high rates of poverty, violence, teenage pregnancy, and school
dropout” (Garrison, et al., 1999, p. 215).
Community.
“Immigrants’ choice of neighborhood in the United States will have important
consequences for their interpersonal lives, experiences, and opportunities” (SuáreaOrozco, et al., 2001, p. 130). Blanco-Vega, et al. (2007 p. 52) expressed that when
entering the United States, “immigrant adolescents are faced with unknown customs and
behavioral expectations that are controlled by the dominant culture. Demographic
characteristics of the place of entrance have a great effect on the impact of immigrant
adolescents’ development of minority status.” According to DeJonckheere, Vaughn, and
Jacquez (2017, p. 413), “Independent of immigration and academic stress, the students
described family stress as a significant source of anxiety and worry.” Additionally,
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“Family stress, according to the students, included difficult relationships with family
members as well as the pressure to take a leadership role within the family”
(DeJonckheer, et al., 2017, p. 413). Further,
It is important to pay attention to the type of neighborhood to which the
immigrant is moving, the access or lack thereof to quality education, exposure to
violence in the new environment, teacher expectations for the [student] the local
community’s attitude toward immigrants, the local cultural climate, and any
current changes to public policy that affect immigration laws. The mental health
outcomes for the newly arrived immigrant will in many ways be affected by these
contextual factors that my lead either to social and emotional resiliency or to
negative outcomes. (Blanco-Vega, et al., (2007, pp. 51-52)
Blanco-Vega, et al, (2007, p. 51) stated, “Immigrants who arrive in the United
States encounter U.S. cultural values and assumptions that all immigrants should become
proud and loyal American citizens” and thus, celebrating cultural diversity only in a
manner of superficial forms, which my lead to additional stressors.
School.
“School success is among the most important correlates of overall physical,
mental, and social well-being” (Martinez, DeGarmo, & Eddy, 2004, p. 128). However,
“many school systems around the country are not prepared to address the needs of an
increasingly culturally pluralistic student population” (Martinez, et al., 2004, p. 129).
Suárez-Orozco, and Suárez-Orozco (2001, p. 125) expressed that “the parents’ attitudes
toward education are passed down to their children. The children of immigrants arrive in
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our schools with very positive attitudes toward teachers and other school authorities.”
Additionally, “Relationships are critical to the [acculturation] process, and it is in schools
that immigrant youth fore new friendships, create and solidify social networks, and begin
to acquire the academic, linguistic, and cultural knowledge that will sustain them
throughout their journey” (Suárez-Orozco, et al., 2008, p. 3). “Educational borderlands
are the physical and/or conceptual landscapes where one must negotiate notions of
cultural difference as she or he lives and learns – [they] envelop an array of pedagogical
and cultural spaces, yet are typically guarded by exclusionary tactics” (Wilson, et. al.,
2014, p. 1). DeJonckheere, et al., (2017, p. 408) described five categories of “adversity
and stress experiences” of Latino Immigrant Students including “(a) peer relationships,
(b) immigration, (c) academics, (d) language, and (e) family.” According to the students
in their study “reported significant peer-related stress, including difficulties forming
relationships and experiences with teasing, bullying, and interpersonal aggression.”
These experiences resulted in “feelings of sadness, frustration, and isolation”
(DeJonckheere, et al., 2017, p. 408).
Within the academics, participants in DeJonckheere’s, et al., noted “difficulties
associated with academic achievement and success, particularly in a foreign environment.
The children identified three major sources of stress within the academic arena:
comprehension, homework demands, and family pressure” (2017, p. 411). In addition,
students identified further stress and “difficulty coping with language barriers after
emigration from a Spanish-speaking country” (DeJonckheere, et al., 2017, p. 412). Thus,
“Children and young adolescents spend many hours of their days in schools, and the way
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in which they adapt to their school environment will greatly impact their overall
acculturation experience” (Blanco-Vega, et. al., 2007, p. 53).
In a study completed by Hilburn (2014), teachers indicated that they “were not
fully knowledgeable about the complexities of these challenges or prepared to help
immigrant students meet these challenges” (p. 663). One participant stated:
I think the biggest challenge is a lack of hope for the future for students who don’t
have legal immigration status. One of my brightest kids is an undocumented
Latino and super-smart but he’s never there because what is going to school going
to get him really? He is honest about it. He knows he should be in school. He
also has other priorities and doesn’t see a possibility of going to college that is
affordable so what’s he going to do. (Hilburn, 2014, p. 666)
Still, in Hilburn’s study, participants (teachers) indicated a “very positive
perception of teaching immigrant students. Even while acknowledging the multiple
challenges and difficulties, the implicit message conveyed by participants was enjoyment
in teaching immigrant students and a desire to help [them]” (Hilburn, 2014, p. 674).
Inequities.
Gonzalez, et al., (2013, p. 1183) stated, “In the mass media and dominant political
discourse, the loaded term ‘illegal’ has a clear contextual and political meaning implying
that many Americans believe undocumented immigrants do not and should not belong to
the U.S. society.” Moreover:
The internalization of such messages left respondents feeling scared, along,
distrustful, without solid footing, and lacking the possibility of successful societal
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integration as adolescents. Once these negative feelings were integrated into their
identity narratives, there were devastating implications for their sense of the self.
Responders articulated a distortion in coherence between previous and current
beliefs about themselves as individuals. (Gonzalez, et al., 2013, p. 1183)
In their study, Wilson, et al., indicated the “importance of educators in all locals
being more inclusive and countering racialized politics of difference that attack diverse
cultures and identities” (2014, p. 20). According to Wilson, et al., (2014, p. 20),
“Educators must be willing to challenge the hierarchies that privilege particular cultures
while simultaneously reevaluating their own motives and ideologies as they relate to
students of color, immigrants, and immigration.” In a report by Mitchell (2018, p. 2), it
was noted that “Immigrant parents often do not feel welcome to engage with schools and
think they have little say in how their children are treated and taught in schools.” In the
following section, the social-emotional skills as critical elements is explored and
demonstrates struggles that newcomer students face and includes the prospect of
developing these skills.
Social-Emotional Skills as Critical Elements
According to CASEL, the Collaborative for Academic, Social, and Emotional
Learning organization (2020), “social and emotional learning (SEL) is the process
through which children and adults understand and manage emotions, set and achieve
positive goals, feel and show empathy for others, establish and maintain positive
relationships, and make responsible decisions.” The social emotional learning approach
with CASEL suggests that social and emotional learning be infused into a part of
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everyday life of all students, include all classrooms and within their community. Due to
lived experiences, newcomer students are likely to face challenges with social-emotional
learning.
“Social and emotional learning is the process through which social-emotional
competence develops” (Domitrovich, Staley, Durlak, & Weissberg, 2017, p. 408).
According to Abrahams, Pancorbo, Santos, John, Primi, Kyllonen, and Fruyt (2019, p.
460), “The development and promotion of social-emotional skills in childhood and
adolescence contributes to subsequent well-being and positive life outcomes.”
The social-emotional implications facing newly arrived immigrant students.
Immigrant students face many challenges as they enter the United States and
acculturate to their communities. Developing social and emotional competencies is a
critical factor in their success at school, in their communities, and in learning. “Social and
emotional learning (SEL) is the process through which social-emotional competence
develops” (Domitrovich, Staley, Durlak, Weissberg, 2017, p. 408). According to
Abrahams, Pancorbo, Santos, John, Primi, Kyllonen, and Fruyt (2019, p. 460), “The
development and promotion of social-emotional skills in childhood and adolexcence
contributes to subsequent well-being and positive life outcomes.” Arbona, Olvera,
Rodriguez, Hagan, Linares, and Wiesner (2010, p. 364), “Immigration to a foreign
country is believed to include many stressors because it typically involves separating
from one’s family and friends and learning a new language and cultural system.” In
addition, “Stressors related to the conditions of migration include a set of social and
structural inequities that immigrants may experience upon arriving and settling in the
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United States” (Torres & Wallace, 2013, p. 1619). Isolation, identity, voices from
students belonging are social emotional areas that compose the social emotional
implications for newly arrived immigrant students.
Isolation. Benuto, Casas, Gonzalez, and Newlands (2018, p. 201) revealed that
“undocumented child immigrants experience feelings of isolation, alienation and
liminality as they navigate life in the United States with an unauthorized legal status.”
Additionally, “Undocumented youth are excluded from many opportunities because of
their status, forcing them to adapt and adjust, and further promoting their sense of
isolation and alienation.” According to Gonzalez, et al., (2013, p. 1185), restrictions
experienced as a result of being undocumented “not only became materialized into
reported experiences of exclusion, discrimination, and isolation but also as a stigmatized
identity that was gradually assimilated into the core identity discourse of these young
individuals.” In addition, external barriers became internalized resulting in “with
implications for almost every aspect of their lives, extending beyond the immigration
barrier itself with deep implications for their identity, mental health, and well-being”
(Gonzalez, et al., 2013, p. 1185).
Identity. Gonzalez, et al., stated, “Although often seen as an individual process,
identity formation is embedded in larger social, structural, and temporal contexts, each
with corresponding sets of values and demands.” Moreover, “Such consideration is
especially relevant when studying the identity formation of immigrant youth, as they
navigate between different cultural systems facing the need to integrate different world
views into a single, yet plural identity” (2013, p. 1179). “Immigration from Latin
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America to the United States is often an escape from difficult circumstances, but with this
gain comes a loss of identity” (Miller, 2013, p. 316). According to Blanco-Vega, et al.
(2007, p. 48), Immigrant students “often become aware for the very first time of their
ethnic identity and their self-image as an ethnic minority.” In addition, “In some cases,
they are placed in situations that are in direct conflict with their traditional cultural
values” (Blanco-Vega, et al., 2007, p. 48), all of which increase challenges facing newly
arrived immigrant students. Additionally, the pressures of the immigration experience “
often conflict with the cultural values, language, and ethnic identity that an individual
from a minority background may experience when the cultural demands from the
mainstream culture are different from those of his or her native culture.”
According to Suárez-Orozco, et al., (2001, p. 88), immigrant “children quickly
acquire new language skills and often become reluctant to speak their original language
in public.” In addition, “They desperately want to wear clothes that will let them be
‘cool’ or, at the very least, do not draw attention to themselves as different” (SuárezOrozco, et al., 2001, p. 88).
In regard to psychological acculturation theory, a new emerging aspect “addresses
the importance of identity formation, elaborating on the cognitive aspect of social
identification through intercultural transition. This theoretical approach acknowledges
that acculturation is especially closely related to the social and cultural aspects of
identity” (Ozer, 2017, p. 5). Thus, (Ozer, 2017, p. 5) expressed that “new developments
are made to include the importance of personal identity.” Finally, Miller (2013, p. 321)
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suggested that immigrants must “be able to acknowledge the loss of some aspects of
themselves that could never be regained in order to move on.”
Voices from students. In a qualitative study completed by McCloud (2015),
student voices were shared to explain struggles immigrant students faced in the school
setting. “The difficulties of English comprehension, anxiety over the physical
environment, and lack of friends coalesced to create unsettling experiences for these
students as newcomers” (McCloud, 2015, p. 268). Shared voices were as follows:
Student 1: “I didn’t understand nobody. Talking in a different language I don’t know”
(McCould, 2015, p. 268). Student 2: Expressed nervousness “to the point of wanting to
cry because I felt bad at school. I looked at other people and almost everyone is speaking
English. Then I came home sad for moths because I didn’t know English” (McCloud,
2015, p. 268). Student 3: “It was very difficult for me because I didn’t have friends. I
didn’t understand anything either” (p. 268). Student 4: “It was terrible because I didn’t
know nothing about anything. I didn’t know any English or didn’t have any friends.
Nothing” (p. 268). Student 5: “It was like scared because I didn’t understand what the
teachers were saying, and I didn’t know where to go; I kept getting lost” (p. 268).
In a study completed by Gonzalez, et al. (2013), a sample of student voices
indicated what students experienced. Student 1: “I didn’t want to be seen as different. I
mean, I wasn’t different. But I felt like I had a big sign above my head” (2013, p. 1182).
Student 2: “For the longest time I thought I was going one way. You know, we all have a
sense of what we hope our future will look like . . . I was going the other way, and I
couldn’t do anything about it” (p. 1183). Student 3: “I don’t know why but I was afraid
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of being seen as an immigrant. I told my mom that I needed new clothes. She couldn’t
understand. I didn’t know how to explain it, but I started doubting myself a lot” (p.
1183). Student 4: “When you don’t have papers you don’t have any motivation. I mean,
you can’t go further than where you are” (p. 1184). Student 5: “I felt really alone and
didn’t know what to do. I felt like giving up. Just giving up on everything. I mean, why
should I try? What good was it going to do? That’s what I thought” (p. 1184). Student
6: “It has effected the way I am when I meet new people. I used to be very outgoing, but
I try to keep my guard up, try not to get too close to people” (p. 1185). Student 7:
“Nothing was the same anymore. Everything I thought I was going to be, everything I
did, was totally different. It was like I was living some other person’s life” (p. 1186).
Student 8: “When I was younger I used to cut myself. You can’t hardly see it because I
got a tattoo to cover it up. Those days were really hard. I don’t know how many times I
thought about ending everything” (p. 1187). Student 9: [I had] “gotten to a place where I
lost hope” (p. 1187).
Belonging. When students are exposed to a supportive school environment, with
a sense of belonging it can “decrease anxiety and acculturative stress because in such
welcoming/supportive environments students are not asked to deny their cultural
identities in order to fit into the host culture” (Blanco-Vega, et. al, 2007, p. 56).
Furthermore, Blanco-Vega, et al. expressed,
In this type of environment, students are not constantly faced with salient cultural
conflicts, such as the demand to speak only English and to be part of nondiverse
teams (eg., clubs, sports). Students who feel more comfortable and welcome to
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express their cultural values (such as language, tradition, parental involvement in
native language), and students who can have contact with staff who are bilingual
and bicultural, would more likely feel like they are a part of the school system.
(2007, p. 56).
In their study, Gonzalez, et al. (2013) discovered that “Repeated attempts by
respondents to restructure their self-narratives of identity, with the dawning awareness
that they had no place to belong, elicited feelings of uncertainty and stress” (p. 1185).
Acculturation
“Acculturation [is] a process happening within various domains, with changes in
behavior, such as use of language, food preference, peer group interaction, and media
consumption, as well as changes in attitude, such as preferences for the involved cultural
elements” (Ozer, 2017, p. 1). According to Ozer, “The experience of acculturation is
found worldwide as a universalistic phenomenon. However, the phenomenon is bound in
a culture specific context” (2013, p. 2). Ozer further defined four societal acculturation
strategies:
1. Melting pot when assimilation is sought by the dominant group.
2. Multiculturalism when cultural diversity is an accepted value of the society.
3. Segregation when the dominant group demands and enforces separation.
4. Exclusion when the dominant group imposes marginalization.
In the complex study of acculturation research, Berry (1997, p. 62) stated that “no
text (no matter how generous the word allocation), nor figure (no matter how
complicated), can represent every aspect of the realities of the acculturation process.”
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(see Appendix B for Key Theoretical Relationships in Acculturation by Gil, Vega,
Dimas, 1994.)
Diversity.
Immigrant youth are widely diverse in experience, culture, race, language, beliefs,
values, and so on. Suárez-Orozco and Todorova (2003, p. 19) stated, “Nearly 80 percent
are youth of color, originating in Latin America, Asia, and the Caribbean. They bring
with them an astonishingly wide array of linguistic, religious, and cultural beliefs and
practices.” Additionally, “Some families are escaping political, religious, or ethnic
persecution; others are lured by the promise of better jobs and the hope for better
educational opportunities…Some are documented; some are not” (Suárez-Orozco &
Todorova, 2003, p. 19). According to Blanco-Vega, et al, “Immigrants who are
categorized under the label of Latino come from several different countries and cultures,
[which] has an effect on mental health outcomes due to the ease or difficulty of going
back home and accessing family support” (2007, p. 49).
In a study completed by Oikonomidoy (2018), the author found that dimensions
of diversity among immigrant students included “race/ethnicity/nationality, language,
social class, phenotypical characteristics/dress, middle-school affiliation, and gang
membership” (p. 199). Additionally, diversity was seen as a source of “group
boundaries” and divisions between “friends and enemies, gangsters, U.S.-born and
foreign-born, rule abiding and rule breaking, and so on” while also visualized as a
strength. Moreover, Oikonomidoy noted that when diversity was seen as a strength,
“difference was respected, recognized, and appreciated. Friendships were created across

37
boundaries, and differences provided sources for personal intercultural and interlinguistic
growth and inclusion. Students learned languages from their classmates to communicate
with them” (2018, p. 199).
Gender.
Blanco-Vega, et al. (2007, p. 48) expressed, “In general, immigrant Latina girls
do better than boys in school” as they tend to face increased expectations from parents
and teachers. Further, they “contend that although adolescent girls and boys may have
some differing risk and protective factors, both genders seem to share very similar
trajectories in the development of resiliency and negative outcomes” (Blanco-Vega, et.
al., 2007, p. 48). According to Ozer (2017, p. 2), “Personal factors such as age, gender,
education, and socioeconomic status are said to affect the acculturative adaptation.”
Family factors.
According to Suárez-Orozco, Suárez-Orozco, and Todorova (2008, p. 56),
“Migration is first and foremost a family affair. More often than not, family obligations
and family ties are the very foundation of the arduous immigrant voyage.” However, this
migration process “inflicts tremendous stress on family members. Families often must
endure long separations…[and] children acculturate more quickly than their parent,
upsetting traditional family roles” (Suárez-Orozco, Suárez-Orozco, & Todorova, 2008,
pp. 56-57). “Parental acculturation processes and levels have been found to have an
impact on the social-emotional and academic outcomes” (Blanco-Vega, et al., 2007, p.
52). Martinez, DeGarmo, and Eddy (2004, p. 147) found “Latino parents and family as
being essential to, and perhaps more proximal to, student outcomes. Familia is the most
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powerful protective force for many Latino children.” Thus, ‘We need to develop and
refine intervention strategies that enhance parents’ abilities to promote success for their
children. Such strategies need to be developed in partnership with communities and
schools” (Martinez, et al., 2004, p. 147).
In their study, Gonzalez, et al., found that “the fear of deportation was a constant
threat to the continuity and congruence of the self at a symbolic level. But meeting daily
and family needs was also a concrete and ongoing stressor” (2013, p. 1185). Moreover,
“respondents had considerable responsibility of taking care of younger siblings, acting as
a go-between for their parents and school teachers and other institutional agents, and
taking jobs to contribute to family finances requiring active venturing into the society”
(Gonzalez, et al., 2013, p. 1185).
In a study completed by Martinez, et al., (2011, p. 341), the authors found that
“the disparate rates at which youth and parents have adopted Anglo attitudes and
behaviors have led to acculturation gaps within families.” Specifically, “Angloorientation gaps between youth and their parents appeared to be largest during earlier
years of adjustment with parents ‘catching up’ to some extent over time” (Martinez, et
al., 2011, p. 341).
Residency.
“Having legal status in this country is a protective factor because the fear of
deportation is less present for the immigrant with legal documents” (Blanco-Vega, et al.,
2007, p. 48). Furthermore, “undocumented immigrant children feel afraid and inhibited
in school because they may fear deportation by their teachers and other school officials,
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and as they grow they find the great disappointment of not being able to enroll in college”
because of their status (Blanco-Vega, et al., 2007, p. 49).
The U.S. Constitution guarantees that undocumented immigrant students have a
right to a P-12 education, however, according to Gonzalez, Suárez,-Orozo, and DediosSanguineti, (2013, p. 1175):
They cannot legally work, vote, receive financial aid, nor drive in most states.
They can also be deported at any time. In school they are told that if they work
hard they can attain their dreams. But when their peers begin to move through
important rights of passage – taking their first jobs, getting their dirver’s licenses,
and applying to college – their inability to join them sets off a series of
discoveries about what it means to undocumented. In addition to the onset of
multiple exclusions, their lives are fraught with feelings of fear, anxiety,
uncertainty, and guilt.
Gonzalez, et al., further stated that “as they grow older, family responsibilities
increase, while legal options decrease” (2013, p. 1177). Additionally,
. . . the hostile social and political climate, the cumulative stress from increased
responsibilities to contribute to their families, decreased options to participate as
full members of society, and daily fear and anxiety resulting from the ever present
fear of deportation as well as stigmatized identities can serve to take a toll on
youth mental and emotional health. (Gonzalez, et al., 2013, p. 1178)
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Socioeconomic status.
While some immigrants come from privileged backgrounds, many immigrants
face the struggles associated with poverty. “Many arrive from poor origins while others
experience downward mobility in the process of resettlement. Nearly a quarter of the
children of immigrants live below the poverty line, compared to 11 percent of nonHispanic whites” (Suárez-Orozco and Todorova, 2003, p. 19). Further, according to
Suárez-Orozco and Todorova, “Nationwide, 37 percent of the children of immigrants
report difficulties affording food and they are more than four times as likely as nativeborn children to live in crowded housing conditions” (2003, p. 19).
“Immigrants from all social classes are affected during the acculturation process.
Both upper- and upper-middle-class immigrants usually suffer losses of prestige and
experience prejudice and discrimination for the first time” (Blanco-Vega, et. al., 2007, p.
49). Additionally, “Immigrants from middle-class socioeconomic backgrounds may
suffer a decrease in prestige, often finding jobs that are below their training due to
language and training differences” (Blanco-Vega, et al., 2007, p. 49). Thus, Blanco-Vega,
et. al. contended that “socioeconomic status influences the amount of previous exposure
to the host country’s cultural customs and values, therefore influencing the degree to
which the immigrant acculturates or assimilates” (2007, pp. 49-50).
Educational background.
Typically, according to Blanco-Vega, et al., “immigrant students usually report
that in the United States they have access to good/free education, which is contrast to
their experiences in their countries of origin where schooling may have been out of their
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reach” (2007, p. 50). In their study of immigrant students, Blanco-Vega, et. al. (2007, p.
50) found that, “immigrants from Mexico and Central America tend to have poorer
outcomes that Latino immigrants from South America and the Caribbean region” in
regard to academics and dropout rates.
Furthermore, “immigrant children typically work hard in school and are generally
healthier physically and psychologically than they were in their previous setting,
[however they] often end up living in poor inner cities and attending rural schools in the
new country” (Blanco-Vega, et al., 2007, p. 50). To prevent negative outcomes, BlacoVega, et al., suggested that “interventions need to be focused on the first few years that
immigrant youths arrive in the United States, so as to be better able to cultivate that initial
positive attitude that immigrant youth arrive with” (2007, p. 50).
Assessment.
Due to the “complex combinations of biological, psychological, and sociocultural factors of migration mental health” according to Riedel, et al. (2011, p. 55), “it
seems to be impossible to study [migrant mental health] satisfactorily without discussing
methodological problems such as the limited cross-cultural validity of assessments.” The
assessment of acculturation and acculturation strategies “has been a major point of
dispute within acculturation psychology. As no standardized and widely accepted
measurement for acculturation exists, researchers usually design their own assessment
instrument with a varying sample of assessed life domains” (Ozer, 2013, pp. 2-3).
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Relevant Theories
This qualitative research is grounded in two theories. The first addresses the
acculturation process of newly arrived immigrant students and reflects on the cultural
effects of the process on societal realms. Addressing the intersections of culture, race,
and immigration status, Critical Race Theory provides the second foundational theory.
Acculturation Psychological Framework Theory
“Acculturation psychology has gained importance through the last four decades in
response to the globally accelerated pace of sociocultural changes and intercultural
transitions in the last two centuries” (Ozer 2013, p. 1). According to Ozer (2017, p. 2),
conceptually, “the theory of acculturation psychology [framework] consists of various
factors representing both the group and the individual levels of the process. This model
acknowledges that the individual variables, reflecting psychological aspects, are
embedded in situational variables referring to the context” (Ozer, 2017, p. 2). The aims
of Acculturation psychology are “to comprehend the dynamic psychological processes
and outcomes emanation from intercultural contact” (Ozer, 2017, p. 1). Ozer further
stated:
Today, psychological theories of acculturation also include cognate disciplines
such as cultural psychology, social psychology, sociology, and anthropology. The
expansion of psychological theories of acculturation has led to advancements in
the field of research as well as the bifurcation of epistemological and
methodological approaches striving to apprehend both the processes and
outcomes of acculturation phenomena.
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Within the psychology of acculturation, “the focus on the individual has been
related to adaptation during these cultural processes and the acknowledgement that not all
individuals participate to the same extent and adapt in the same manner to the general
process of acculturation” (Ozer, 2017, p. 1). Also recognized in this framework is “that
the surrounding society would mutually influence and be influenced by the acculturating
individual’s acculturation orientation. Even though the acculturation process affects the
new cultural society, the greatest effect is from the context of reception to the
acculturating individual” (Ozer, 2017, p. 2).
“The study of acculturation psychology constitutes a young branch of social
psychology [and the] issue of acculturation is of immense importance in today’s societies
characterized by a high pace of sociocultural change and prevalent cultural meetings”
(Ozer, 2013, p. 8). Thus, “much advancement is needed before it can reach universally
relevant conclusions.”
Critical Race Theory
According to Reeves, et al., stated, “Critical theorists study how the construction
of knowledge and the organization of power in society generally, and in institutions such
as schools, hospitals, and governments specifically, can lead to the subjugation or
oppression of particular individuals, groups, or perspectives” (2008, p. 633). Critical
theory then “is not tied to one specific methodology and can be applied at the micro
(individual), macro (local systems and contexts), or macro (societal) level” (Reeves, et
al., 2008, p. 633).

44
Critical Race Theory offers “the ability to examine how multiple forms of
oppression can intersect within the lives of People of Color and how those intersections
manifest in our daily experiences to mediate our education” (Huber, 2010, p. 10).
Further, “Acknowledging and understanding the complex intersections of race,
immigration status, class and gender present in dominant constructions of Latina/o
identity and in particular, a Latina/o undocumented immigrant identity, is an initial step
towards deconstructing negative perceptions of this group” (p. 92).
According to Suárez-Orozco, “immigrants in particular need to create social
connections to replace those they have left behind (2008, p. 358). The authors further
state that immigrants face insurmountable odds as they journey to the United States
including “terrible discrimination” and that it takes a long time for the “dominant white
Anglo-Saxon Protestants to accept them as worthy, loyal, and equal U.S. citizens” (2008,
p. 359. Thus, newcomer students must be incorporated into American society, including
their schools.
Suggested Interventions
“Little is known about contributors to positive social, behavioral, and emotional
adjustment among foreign-born youth at different stages of adapting to life in the United
States” (Martinez, McClure, Eddy, & Wilson, 2011, p. 323). However, according to
Garcia-Reid, et. al. (2015, p. 329), “Considering that many immigrants often experience
tension and at times outright hostility upon their arrival on U.S. soil, increasing resources
to counterbalance these pressures becomes paramount.”
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School.
“School counselors can work alongside teachers to identify and address the
support needs of their students” (Garcia-Reid, Peterson, & Reid, 2015, p. 338).
According to Hilburn (2014, p. 676), “Teachers and teacher educators should also
acknowledge the challenges associated with obscure or undocumented legal status.
These students are faced with structural vulnerabilities which can cause high levels of
stress, familial separation, poverty, and even homelessness.” Moreover, teachers must
become “advocates for immigrant students in their classrooms and in their schools…[and
must] move beyond the idea of immigration as a numbers game in which services and
attention are only provided after there is a critical mass of immigrant students” who move
into a school or district (Hilburn, 2014, p. 676).
In addition, supportive schools would “provide [immigrant] students with
opportunities to socialize with other students from different cultural backgrounds in a
tolerant and accepting manner” providing a sense of belonging and allowing students to
maintain their cultural identities (Blanco-Vega, et al., 2007, p. 56). Also, enhancing the
“delivery of mental health services in schools offers a compelling alternative to
traditional clinic settings to effectively address the mental health needs of Latino children
and their families” (Garrison, 1999, p. 215).
Professional development on understanding implications of immigration and the
acculturation process, as well as advocating for these students would benefit not only the
immigrant students, but the school community and families as well. Further, according to
Suárez-Orozco, et al., (2008, p. 367), “Strong and compassionate leadership, engaging
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teachers, and involved counselors and other staff can set a tone of respect, high
expectations, and tolerance.”
Partnerships.
According to Benuto, et. al. (2018, p. 201), “Undocumented youth will likely not
seek help unless schools have safe spaces with trustworthy adult mentors. Schools need
to consider providing this security to their student body.” Garcia-Reid, et al. (2015, p.
337) suggested, “Schools have a responsibility to remove genuine and/or perceived
barriers that might interfere with parental involvement…and be encouraged to partake in
activities and programs that will advance their understanding of the various aspects of
their children’s educational experience.” Additionally, school systems should target
“teachers in partnership with parents to come together to encourage an emotionally
supportive atmosphere that results in creating an ecological safety net for their students
that promotes school engagement and decreases the likelihood of school trouble”
(Garcia-Reid, et al. (2015, p. 338). Moreover, “Providing immigrant Latino youth with
early and consistent positive support by caring and responsive individuals, such as
parents and teachers, may help them thrive in their school environments thus potentially
improving their educational prospects and future possibilities” (Garcia-Reid, 2015, p.
329). Suárez-Orozco, et al. (2008, p. 87) expressed:
Addressing immigrant families’ needs through partnerships among after school
groups, community organizations, schools and churches would go a long way
toward expanding these networks of supportive relations and easing the transition
for these families. For although immigrant families are highly resilient, there are
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clear limits to the assistance that immigrant parents can offer their children –
especially given the less-than optimal education environments that their children
so often experience.
Gonzalez, et al. (2013, p. 1188) expressed that immigrant students “who were
able to maintain strong friendships or had caring adults (teachers, counselors, or other
adult mentors) with whom they could talk openly about their struggles described less
emotional distress and were much more likely to remain at school.”
Along with adult partnerships, immigrant students would benefit “by connecting
with other English language learners, [which can] ease the anxiety and fear” that is
experienced. (McCloud, 2015, p. 268). Further, McCloud (2015, p. 269) found that for
these students “partnering with someone ‘just like me’ is significant because it
demonstrates how aware students were of their cultural and linguistic differences within
the school space.” Additionally, “Building relationships with other English language
learners provided the opportunity for students to enter into the school’s social and
institutional context as English language learners” learning necessary strategies to be
successful in school” (McCloud, 2015, p. 269).
Family interventions.
Gil, et al. (1994, p. 53) suggested that “clinical interventions with Hispanic
adolescents may need to incorporate a family approach [as] family relations appear to be
of critical importance in ameliorating the possible negative effects of acculturation
stress.” Family interventions would also seek to reduce “acculturation gaps between
parents and adolescents” (Gil, et. al., 1994, p. 53).

48
Additional steps to improve immigrant adaptation.
In a case study, Ricucci (2008, p. 458) proposed three recommendations to
“improve the adaptation of foreign children and youth to Italian schools,” which
suggestively, would be a generalization:
1. Design specific sub- policies (sub- practices) aimed at the different immigrant
groups.
2. Improve the support given to foreign families and promote the potentially crucial
role they play in furthering their children’s education.
3. Improve their knowledge of their native language; [with the notion that]
bilingualism can bring equal – if not greater – benefits.
Summary
In this chapter, newly arrived immigrant student was defined as any student from
a foreign country who is new to the United States since the 2017-2018 school year,
noting an increase in the school population. The immigration experience is discussed and
sheds light on the effects on newcomer students as a result of trauma, life in a new
community, and challenges faced at school. Social emotional learning is demonstrated as
a critical skill, as the implications of immigration often result in isolation, difficulty
navigating identity formation, and struggles in the school setting that include language
barriers, anxiety, and a lack of belonging.
Acculturation is defined as a universal phenomenon that includes a variety of
aspects such as specific cultural contexts, diversity in experience, gender norms as related
to culture, family factors and expectation, United States residency and socioeconomic
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status, and educational background. These factors influence the acculturation process,
and the complexities limit the ability to assess or measure progression through
acculturation.
Two theories are used to ground this qualitative study. The first is Acculturation
Psychological Framework Theory which acknowledges the individual aspects and
personal nature embedded in the acculturation process, as well as recognizing the mutual
influence with society. Critical Theory is also used as a foundational theory, noting that
the construction of knowledge and power in the school setting has the potential to result
in oppression of specific groups, in this case newcomer students.
Identifying possible interventions that support newly arrived immigrant students
is described in relation to the school setting, that include programming, partnerships
between school personnel and families, and family interventions. In order to support
newcomer students, educators must build a trusting rapport and provide opportunities for
relationships among peers, while allowing students to maintain their identity. Mental
health services, teacher training, and changes in policy reveal significant possibilities in
developing the conditions for newcomer students to thrive.
“Migration and immigration are worldwide phenomena of huge proportion.
Considering the resulting changes for millions of people, it is quite surprising how little
we know about the experience of growing up as an immigrant youth and about the
process” of acculturation” (Noam, G. G., 2003, p. 1). In addition, the process of
immigration is disruptive to many facets of life for these students, as “loved ones are
almost always left behind, children are often separated for long periods from parents and
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siblings before rejoining them in the new country, and new contexts may present few or
not necessarily healthy social choices” (Suárez-Orozco & Todorova, 2003, p. 6).
Additional disruptions and stressors faced by immigrant students include changes in
relationships, losing “social roles that provided them with culturally scripted notions of
how they fit into the world” (Suárez-Orozco & Todorova, 2003, p. 20).
Immigrants coming to the United States may present with limited if any
schooling. Blanco, et al., (2007) reported that immigrant students often expressed that
they have access to a free and good education in the United States, and that they typically
work hard to be successful in school. Still, the authors contend that providing
interventions and supports are necessary to ensure academic and social progress in the
school setting. Such interventions may include opportunities for socialization with
students from different cultures, providing mental health services, and expanding
professional development for teachers that focus on the needs of newcomer students and
how to advocate for them.
With the rapid growth of immigrant students in U. S. public schools, and the
myriad of stressors and struggles they encounter through the immigration and
acculturation process, it is critical that educators look beyond merely academia. As the
literature demonstrated, social-emotional factors must be considered in the development
and implementation of programming and policy to ensure the overall well-being of these
students. This process should include the voices of immigrant students, the collaboration
between them, their families, and their schools.

CHAPTER III

Methodology

Introduction
This qualitative narrative inquiry was grounded in the acculturation psychological
framework theory and critical theory. The study participants included four newly arrived
immigrant students at East Texas High School in East Texas Independent School District,
Interviews were conducted, recorded, and transcribed for themed coding. Additionally, a
colleague who is bilingual assisted in translation between the interviewer and
interviewee, as well as in translating the transcripts from Spanish to English.
The purpose of this study was to identify and describe the lived experiences that
newly arrived immigrant students face in the East Texas High School setting, and to
develop a working plan of systems and strategies to provide social-emotional supports.
McLaughlin, et. al., (2002, p. 214) stated, “Given the complexity of economic, cultural,
and educational issues for Latino immigrants, it is vital to identify the at-risk factors and
the success factors in our own communities.” In addition, “Educators should help
students and parents learn how to negotiate and interact with schools, determine ways to
communicate directly with immigrant families, and organize staff development
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experiences that compel school personnel to examine their images of Latino immigrants”
(McLaughlin, et. al., 2002, p. 227).
Garrison, Roy, and Azar (1999, p. 200) stated, “In order to provide culturally
competent services to Latino children and their families, it is essential to understand and
appreciate the characteristics of the Latino population, along with their service needs and
ways to effectively address them.” In addition, to support immigrant students, Garrison,
et. al., further urged the “delivery of school-based mental health services for meeting the
mental health needs of Latino children in the context of their family, school, and
community” (1999, p. 207).
Methodology
This research used a narrative inquiry approach utilizing interviews with four
newly arrived immigrant students with the purpose of gleaning and analyzing information
on the lived experiences of these students, their struggles, and perspectives, as well as to
determine possible programming, protocols, and strategies to support the students. “It is
vital that the researcher consider the research questions and research design so the
appropriate qualitative research method is selected” (Campbell, 2015, p. 201). The
qualitative narrative inquiry utilized interviews from a purposeful sample to ascertain
information from immigrant students.
According to Lindsay and Schwind (2016, p. 14) “Narrative Inquiry is a research
methodology that we adapted over the past two decades from Canadian higher education
and curriculum studies to nursing research, education, and health-care practice.” In
addition, narrative inquiry “originated from Connelly and Clandinin in the 1990s, and
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rests on John Dewey’s philosophy that experience is relational, temporal, and situational,
and as such, if intentionally explored, has the potential to be educational” (Lindsay &
Schwind, p. 14). The authors also noted that “it is only when experience is reflected
upon and reconstructed that it has the potential to reveal the construction of identity,
knowledge, and the humanness of care.”
Marshall and Rossman (2016, p. 157) stated that narrative inquiry research
“assumes that people construct their realities through narrating their stories. The
researcher explores a story told by a participant and records that story.” This approach
utilizes “in-depth interviews” and “requires a great deal of openness and trust between
participant and researcher [and] demands intense and active listening and giving the
narrator full voice” while permitting both the participant and researcher voices to be
heard (Marshall & Rossman, 2016, p. 157). Thus, the narrative inquiry focused on the
unique life experiences as they are lived and told.
According to Marshall and Rossman (2016, p. 157), narrative inquiry “is
criticized for its focus on the individual rather than the social context. Like life histories,
however, narrative inquiry seeks to understand sociological questions about groups,
communities, and contexts through individuals’ lived experience.”
The researcher
During the interview process, “the researcher becomes the listener and acts to
reduce any researcher bias. Audio recorded documentation of the interview results in a
verbatim transcript” (Campbell, 2015, p. 202). Additionally, in a narrative inquiry study,
“field notes or interview transcriptions are shared with the narrator, and the written

54

analysis may be constructed collaboratively. In the conduct of a narrative inquiry, there
is open recognition that the researcher is not just passively recording and reporting the
narrator’s reality” (Marshall & Rossman, 2016, p. 158). Lindsay and Schwind (2016, p.
150 further stated, “By listening attentively, paraphrasing back to ensure understanding
and asking clarifying questions, the narrative inquirer learns what the participant has to
share about the inquiry puzzle.” Additionally, the researcher’s commitment is seen “as
extending beyond the immediacy of the research puzzle and [it is understood] that
narrative inquirers hold responsibilities and obligations for, and toward, the people whose
stories are lived and told” (Caine, Estefan, and Clandinin, 2013, p. 576).
Theory
Reeves, Albert, Kuper, and Hodges stated, “Theories provide complex and
comprehensive conceptual understandings of things that cannot be pinned down: how
societies work, how organizations operate, why people interact in certain ways” (2008, p.
631). Moreover, “Theories give researchers different ‘lenses’ through which to look at
complicated problems and social issues, focusing their attention on different aspects of
the data and providing a framework within which to conduct their analysis” (Reeves, et.
al., 2008, p. 631).
Acculturation psychology theory.
“Acculturation psychology has gained importance through the last four decades in
response to the globally accelerated pace of sociocultural changes and intercultural
transitions in the last two centuries” (Ozer 2013, p. 1). Ozer (2017, p. 2) further
explained, conceptually, “the theory of acculturation psychology [framework] consists of
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various factors representing both the group and the individual levels of the process. This
model acknowledges that the individual variables, reflecting psychological aspects, are
embedded in situational variables referring to the context.” The aims of acculturation
psychology are “to comprehend the dynamic psychological processes and outcomes
emanation from intercultural contact” (Ozer, 2017, p. 1). Ozer (2017, p. 1) further stated:
Today, psychological theories of acculturation also include cognate disciplines
such as cultural psychology, social psychology, sociology, and anthropology. The
expansion of psychological theories of acculturation has led to advancements in
the field of research as well as the bifurcation of epistemological and
methodological approaches striving to apprehend both the processes and
outcomes of acculturation phenomena.
Within the psychology of acculturation, “the focus on the individual has been
related to adaptation during these cultural processes and the acknowledgement that not all
individuals participate to the same extent and adapt in the same manner to the general
process of acculturation” (Ozer, 2017, p. 1). Also recognized in this framework is “that
the surrounding society would mutually influence and be influenced by the acculturating
individual’s acculturation orientation. Even though the acculturation process affects the
new cultural society, the greatest effect is from the context of reception to the
acculturating individual” (Ozer, 2017, p. 2).
“The study of acculturation psychology constitutes a young branch of social
psychology [and the] issue of acculturation is of immense importance in today’s societies
characterized by a high pace of sociocultural change and prevalent cultural meetings”
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(Ozer, 2013, p. 8). Thus, “much advancement is needed before it can reach universally
relevant conclusions” (Ozer, 2013, p. 8).
Critical theory.
According to Reeves, et. al., stated, “Critical theorists study how the construction
of knowledge and the organization of power in society generally, and in institutions such
as schools, hospitals, and governments specifically, can lead to the subjugation or
oppression of particular individuals, groups, or perspectives” (2008, p. 633). Critical
theory then “is not tied to one specific methodology and can be applied at the micro
(individual), macro (local systems and contexts), or macro (societal) level” (Reeves, et.
al., 2008, p. 633).
Participants
According to Rowley (2012, p. 264), “When writing up your research it is normal
to provide a basic profile of interviewees, in terms of job role, qualifications, experience,
gender, and other criteria that might be important to the study.” The researcher must
consider accessibility and willingness to participate (see Appendix C for Communication
Keys to Gaining Initial Access to Participants).
Minors.
“Scholars’ perceptions about childhood and society’s idea of children determines
how research with the latter is conducted.” (Kutrovátz, 2017, p. 69). Additionally,
Kutrovátz (2017, p. 70) stated, “Concerning verbal competence, age-related disparities
are undeniable (in terms of vocabulary and – apart from verbal skills – in understanding
and maintaining attention).”
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The participants included four newcomer Latino students at ETHS, ranging from
grades 9-12 and ages 14-19, who agreed to participate and whose parents also provided
consent. The students were randomly selected from the list of enrolled immigrant
students. Of thirty potential participants, only four agreed to take part in the interviews.
Also participating was a bilingual educator who served as translator, transcriber, and
gatekeeper to the community in which these newly arrived immigrant students reside.
Consent.
Possible participants were identified with the assistance of the district English
Language Learner Coordinator and ETHS counselors. Ojeda, et al., (2011, p. 191) stated,
“Researchers are responsible for following appropriate informed consent procedures.
This is especially critical in working with Latino immigrants, as their participation can
place them in a vulnerable position.” Additionally, it is recommended “that researchers
follow informed consent procedures – both in writing and verbally – to assure
participants understand their rights and what their involvement will entail” (Ojeda, et al.,
2011, p. 191). Moreover, according to Ojeda, et. al., “Even if participants have received
a written informed consent from, researchers are cautioned from assuming all participants
can read even if the form is written in their first language” (2011, p. 191).
While verbal consent from both the ETISD Superintendent and the ETHS
Principal was maintained for the purpose of initial proposal, written consent was also
provided. In addition, written consent from the parents of the participants was collected,
as well as student assent to participate.
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Data Collection
“Due to their undocumented status, access to this population is difficult and poses
significant challenges” (Gonzalez, et. al., 2013, p. 1181). Additionally, “poorly executed
and insensitive approaches can be harmful to [the] efforts and can lead to mistrusting
researchers” (Ojeda, et. al., 2011, p. 186). Thus, “researchers should develop culturally
competent skills to engage with Latino immigrants that will demonstrate behavior that
honors and respects Latino culture” (Ojeda, et. al., 2011, p. 188). Additionally, “Prior to
embarking on a qualitative research project with Latino immigrants, a culturally
competent research team that works within its bounds of competence is advocated”
(Ojeda, 2011, p. 186). For this study, a team approach was utilized during interviews to
increase rapport and accessibility, as well as for interpretation and translation.
The design of this study included minors, with the process occurring
electronically through conference call and the Zoom platform. The use of a trusted
colleague assisted in breaking through language barriers, and in assuring participants of
the intent of the research, as well as their confidentiality. A digital recording device was
used to record all interviews, and translation and transcribing were completed by the
bilingual colleague, who agreed to this process. In addition, verbal permission to work
with students at ETHS was granted by the district superintendent and high school
principal.
Interviews.
“Interviews are among the most familiar strategies for collecting qualitative data”
(DiCicco-Bloom & Crabtree, 2006, p. 314). Definitively, interviews are “face-to-face
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verbal exchanges in which one person, the interviewer, attempts to acquire information
from and gain an understanding of another person or interviewee” (Rowley, 2012, p.
260). In addition, DiCicco-Bloom and Crabtree stated, “While all interviews are used to
get to know the interviewee better, the purpose of that knowing varies according to the
research question and the disciplinary perspective of the researcher” (2006, p. 314).
Thus, the “purpose of the qualitative research interview is to contribute to a body of
knowledge that is conceptual and theoretical and is based on the meanings that life
experiences hold for the interviewees” (DiCicco-Bloom & Crabtree, 2006, p. 314).
Additionally, “Interviews are generally used in conducting qualitative research in which
the researcher is interested in collecting ‘facts’ or gaining insights into or understanding
of opinions, attitudes, experiences, processes, behaviours, or predictions” (Rowley, 2012,
p. 261). This research included one round of initial interviews, with subsequent
interviews as needed, when the researcher needed clarification on information.
Interview relations. The researcher must consider power relations and
inequalities “between the so-called first and third worlds, as well as poor hierarchies
rooted in gender, race, class, ethnicity, and other dimensions of social differentiation
(Elwood & Martin, 2000, p. 651). Thus, the researcher is charged with examining “how
these power relations are manifest in the particular cultures and places where research is
conducted, how they shape relationships between researchers and participants, and how
they shape the ethics and politics of knowledge construction in fieldwork” (Elwood &
Martin, 2000, p. 651). Power relations may influence information gleaned during the
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interview and choosing the location of the interview has the potential to shape the power
relations of the interview.
Building rapport with the participants was critical to the outcome of interviews.
According to DiCicco-Bloom and Crabtree (2006, p. 316), “Rapport involves trust and a
respect for the interviewee and the information he or she shares. It is also the means of
establishing a safe and comfortable environment for sharing the interviewee’s personal
experiences and attitudes as they actually occurred.” Finally, participants were assured
their lived experiences are “unique and that their responses would not be judged as being
right or wrong, good or bad. A researcher should also emphasize that she or he does not
want to judge them but to learn about their authentic experiences” (Ojeda, et. al., 2011,
pp. 196-197).
To assist in building rapport with participants, the process and critical purpose of
the research was thoroughly explained, including the value of their narratives. An
administrative colleague translated information when necessary to ensure participant
understanding. Additionally, there was no discussion of documentation of citizenship,
immigration status of family members, etc., that might bring fear to the interviewees.
Interview sites. The interview site is the specific “location where the interviewan exchange of information between the researcher and research participant- takes place”
(Elwood & Martin, 2000, p. 649). Further, Elwood and Martin (2000, p. 649) stated,
“For qualitative researchers, selecting appropriate sites in which to conduct interviews
may seem to be a relatively simple research design issue. In fact, it is a complicated
decision with wide-reaching implications.” One can suggest that “the interview site itself
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produces ‘micro-geographies’ of spatial relations and meaning, where multiple scales of
social relations intersect in the research interview” (Elwood & Martin, 2000, p. 649).
Additionally, according to Elwood and Martin, “Interview locations provide an important
opportunity for researchers to make observations that generate richer and more detailed
information than can be gleaned from the interview alone” (2000, p. 653). Finally:
Interview sites may be negotiated, restricted, or chosen by researchers,
participants, and other actors who are part of or affect the research. Participants
who are given a choice about where they will be interviewed may feel more
empowered in their interaction with the researcher, and the researcher has an
opportunity to examine participants’ choices for clues about the social
geographies of the places where research is being carried out.
It was the intention of this researcher to interview students on their campuses
and/or within their community. The bilingual educator who assisted with access to the
participants and translation played an active role in developing trust and encouraging
participation. Due to COVID 19 restrictions, the four students were interviewed via
conference call and/or through the Zoom online platform.
Interview questions. Questions utilized in interviews should be “designed to
generate data that is intended to answer your research questions” (Rowley, 2012, p. 263).
“Developing culturally relevant interview protocol requires significant preparation as it
affects both the participant’s experience and the quality of data gathered from interviews”
(Ojeda, et. al., 2011, p. 192). When necessary, Ojeda, et al., suggest “being more
descriptive and developing additional ways to explain concepts that will increase
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participants’ understanding. We also advocate adapting to each participant’s vocabulary
usage and reading comprehension level” (2011, p. 192). In addition, the sequencing of
questions to consider throughout the interview process. “Asking less thoughtful
provoking questions or collecting descriptive/demographic information early in the
interview may help the participant to feel at ease and confident about their ability to
answer questions” (Ojeda, et. al., 2011, p. 193). Rowley (2012, p. 265) suggested five
considerations when developing interview questions stating that “questions should be
checked to ensure that they:
1. Are not leading or have implicit assumptions;
2. Do not include two questions in one;
3. Do not invite “yes/no” answers;
4. Are not too vague or general; and
5. Are not, in any sense, invasive.
The interview questions used in this study were open-ended, allowing for
participant voice to drive the data and conversation, while the researcher facilitated and
maintained topic. Questions included the subjects of immigration process and
experience, school experiences, social-emotional identity, and suggestions for supports
(see Appendix E for Interview Questions). Two rounds of questioning were completed,
with the initial round including the ten prepared questions. During the second round, the
transcripts were read to the students for accuracy of information.
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Ethics.
DiCicco-Bloom and Crabtree (2006, p. 319) suggested four ethical issues related
to the interview process:
1. reducing the risk of unanticipated harm (Such as intense feelings, unexpectedly
expressed grief, etc.);
2. protecting the interviewee’s information (Maintaining anonymity of the
participants and organization, etc.);
3. effectively informing interviewees about the nature of the study (Communication
of the project’s purpose and gaining consent), and
4. reducing the risk of exploitation (The interviewee should not be exploited for
personal gain).
According to Jackson, Drummond, and Camara (2007, p. 21), “It is impossible to
grasp every aspect of a social phenomenon, investigation, or question. Nonetheless, it is
the responsibility of every researcher to approach each study with as much objectivity,
ethical diligence, and rigor as possible.”
To ensure ethics and integrity of this research, all participants remained
anonymous, and the nature and purpose of the study was explained in both English and
Spanish. Additionally, personal information regarding documentation of immigration
status was not discussed. All information gleaned was translated and transcribed for
review by the participants to ensure the validity of their lived experiences. Further,
information gained was used for dissertation purposes, with the intention of applying the
knowledge to help guide policy and practices in the school setting, only.
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Quality and validity.
“A variety of terms have been used to discuss the quality of qualitative
interviewing, with debates over how researchers establish the ‘validity’ of their work –
that is, the truth, trustworthiness, or accuracy of their claims – central (Roulston, 2010, p.
201). Roulston (2010, p. 202) further identified four focuses for insuring quality
interviewing, namely whether:
1. the use of interview data is an appropriate means to inform the research questions
posed;
2. the interaction facilitated by interviewers within the actual interview generated
‘quality’ data- for example, interviewers asked questions in effective ways to
elicit the data required to respond to research questions, and both speakers
adequately understood one another’s intended meanings;
3. ‘quality’ has been addressed in research design, the conduct of the research
project, and the analysis, interpretation and representation of research findings;
and
4. the methods and strategies used to demonstrate the quality of interpretations and
representations of data are consistent with the theoretical underpinnings for the
study.
Whittemore, Chase, and Mandle (2001, p. 522) expressed, “Much contemporary
dialogue has centered on the difficulty of establishing validity criteria in qualitative
research. “While it is difficult to generalize findings from a qualitative research project,
the researcher must ensure the validity of the data analysis” (Campbell, 2015, p. 203).
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Additionally, Crittenden and Hill stated, “Perfect validity refers to the case of complete
agreement between core responses and the corresponding criterion codes” (1971, p.
1076). “While it is difficult to generalize findings from a qualitative research project, the
researcher must ensure the validity of the data analysis” (Campbell, 2015, p. 203).
Additionally, Crittenden and Hill stated, “Perfect validity refers to the case of complete
agreement between coder responses and the corresponding criterion codes” (1971, p.
1076).
Developing validity standards in qualitative research is challenging because of
the necessity to incorporate rigor and subjectivity as well as creativity into the scientific
process (see Appendix E for Whittemore, Chase, and Mandle Assessment of Primary and
Secondary Criteria of Validity and Appendix F, Figure 1 for Whittemore, Chase, and
Mandle Validity Criteria for Qualitative Research). Thus, for this study, interviews were
accurately translated and transcribed to ensure the voice of participants. Additionally, all
participants were provided a written copy of their interview transcription for review.
Data Analysis
“Data analysis consists of examining, categorizing, tabulating, or otherwise
recombining the evidence to address the initial propositions of a study. The analysis of
the case study is one of the least developed aspects of the case study methodology”
(Ebneyamini & Moghadam, 2018, p. 6). “Social phenomenon need not be explained
numerically. It is the quality and richness of the response to a social situation which we
should focus on” (Basit, 2003, p. 151). Moreover, according to Basit (2003, p. 151),
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“The idea is to ascertain ‘what’ they feel, and ‘why’ they feel that way. This will also
incorporate ‘who’ feel the way they do, and ‘where, ‘when’ and ‘how’.”
All interviews were audio recorded and accurately transcribed in Spanish and in
English. The transcripts were shared with the participants to ensure accuracy and
provided opportunities for clarification. All of the interviews and transcripts were in
Spanish resulting in the need to be accurately translated to English.
Translation.
Squires (2009, p. 277) noted, “Cross-language research occurs when a language
barrier is present between researchers and participants. The language barrier is
frequently mediated through the use of a translator or interpreter.” To accommodate for
the language barriers related to interviews conducted with newly arrived immigrant
students and their parents, a bilingual educator will attend interviews for relationship
building, administering interview questions, and translating transcripts. According to
Squires, a disadvantage to cross-language interviews the possibility of “rendering the
translator or interpreter as an invisible part of the research process, failure to pilot test
interview questions in the participant’s language, no description of translator or
interpreter credentials, failure to acknowledge translation as a limitation of the study”
(2009, p. 277).
Coding. According to Crittenden and Hill (1971, p. 1073) the term of coding
refers “to the process whereby persons assign data to categories [it] is a basic
measurement procedure designed to make data susceptible to tabulation, interpretation,
and analysis.” Campbell stated, “Coding of the data can be performed manually or with
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the assistance of computer software” (2015, p. 203). Basit (2003, p. 143) stated, “Data
analysis is the most difficult and most crucial aspect of qualitative research. Coding is
one of the significant steps taken during analysis to organize and make sense of textual
data.” In addition, “It is a dynamic, intuitive and creative process of inductive reasoning,
thinking and theorizing” (Basit, 2003, p. 143). “Coding is not what happens before
analysis but comes to constitute an important part of the analysis” (Weston, Gandell,
Beauchamp, McAlpine, Wiseman, & Beauchamp, 2001, p. 382). Moreover, Basit (2003,
p. 144) noted:
Codes or categories are tags or labels for allocating units of meaning to the
descriptive or inferential information compiled during a study. Codes usually are
attached to chunks of varying-sized words, phrases, sentences or whole
paragraphs, connected or unconnected to a specific setting.
Rowley (2012, p. 267) stated that once the interview has been completed, the
researcher “should listen to the interview recording, and take time to think about what the
interviewee has said. They should make notes on the important points from the
interview.” In addition, “Completed transcripts should also be sent to any interviewees
that have agreed to check them, to give the interviewee the opportunity to correct and
approve the transcripts” (Rowley, 2012, p. 267). Basit further suggested that
“Qualitative analysis is not a discrete procedure carried out at the final stages of research.
It is, indeed, an all-encompassing activity that continues throughout the life of the
project” (2003, p. 145).
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The researcher should remember that from the beginning, everything collected is
interesting. “Your job is to code data into initial constructs or aggregates of data and
compare them to each other to see if they really are separate circles of information or if
they can be placed together” (Anderson, Herr, and Nihlin, 1994, p. 157).
Transcript information was analyzed by the researcher to identify common
overarching themes and coded specifically based on student voice. Additionally, analysis
included implications and suggestions for transforming school practices and policies to
ensure social justice, as well as recognizing further research needed.
Reporting Findings
Campbell (2015, p. 204) expressed, “Once the themes have emerged, the
researcher must consider how best to articulate the findings and who will compose the
audience.” Moreover, Yin (2014, pp. 201-205) identified five qualities of an exemplary
case study report: (1) Significance and contribution, (2) Must be complete, (3)
Consideration of alternative perspectives, (4) Display sufficient evidence, and (5)
Composed in an engaging manner.
A summary of findings is reported in Chapter IV. The compilation of the data
with shared themes that emerged is shared, providing narrative and student voice from all
participants regarding each of the ten interview questions.
Summary
“Qualitative methodology is a research tool that can allow Latino immigrants to
have their voices heard. If conducted appropriately, information gained through
culturally competent qualitative research can lead to social justice and change” (Ojeda, et.
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al., 2011, p. 198). Additionally, “qualitative research is primarily concerned [with]
understanding human beings’ experiences in a humanistic, interpretive approach”
(Jackson, Drummond, & Camara, 2007, p. 21).
The significance of this research has the possibility to impact positive change for
newly arrived immigrants, educators, and policy makers. Providing voice to these
students offers the narrative of lived experiences, including the social-emotional aspect.
Thus, providing positive outcomes beyond academics, and ultimately, in the futures of
Latino Immigrant communities.

CHAPTER IV

Findings

Introduction
According to Blanco-Vega, Castro-Olivio, and Merrell, 2007, the number of
immigrant students has continued to be on the increase in the United States, and in East
Texas ISD, where the immigration population grew from 42.5% to 43.3% of the district’s
students in a four-month period, from the October 2018 snapshot to the February 2019
school board report. The problem addressed in this research was that while newly arrived
immigrant students receive instruction from appropriately certified teachers at ETHS, and
receive adequate resources and materials for learning, social-emotional supports are not
addressed in the ETHS Campus Improvement Plan. Thus, the systems in place are in
compliance with the Texas Education Agency, Texas Education Code, and Federal Title
III Law which require that English Language Learners be provided full opportunity to
participate in bilingual education or an English as a Second Language program.
However, there are no requirements for social-emotional learning and supports for these
students, who have varied experiences and difficulties during the immigration process.
During this research, four newly arrived immigrant students were interviewed in
regard to their lived experiences at ETHS. Interviews were conducted virtually or using
70
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conference call, and with assistance from a trusted translator. Recorded interviews were
translated and transcribed, word for word. Commonalities among the participants were
highlighted and color coded repeatedly as distinctive topics surfaced. During this
process, a discovery of five common themes emerged: Language, Needing Help,
Friendships, Family, and Social-Emotional Aspects. This chapter introduces the research
participants and a brief demographic description, as well as detailing their reflections and
descriptions of their lived experiences as newcomer students at East Texas High School.
The details of the findings of the research are based on interview responses and themes
noted through coding. Information is stated in quotes and phrasing from the translator,
and pseudonyms are used to protect all student identities. Additionally, one student’s
detailed account of her experience and story is shared.
Participants
In this qualitative study, four newcomer students participated in interviews, and
answered questions regarding their lived experiences. The four students, two males and
two females, were randomly selected from the current enrollment list at ETHS and have
been in the United States from one to three years.
At the time of the interviews, one student was 15 years old and in the ninth grade
while the other three were 16 years old and in the tenth grade. Their time in the United
States ranged from six months to three years. One student shared that his home country
is Cuba, another came to the United States from El Salvador, and the homeland of the
other two was not stated.
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Each of the participants attended school each day in a world where they were
unable to communicate effectively, and according to their words, they lacked language
supports and assistance that would have assisted them in success. In addition, the
participants found connections only in the realm of other Spanish speakers, as they
sought to navigate a school setting vastly different from their home country.
The Language Barrier
Language and communication are critical to student learning, understanding the
world around them, and building meaningful relationships with peers and adults.
Orozco, et. al (2008, p. 41) stated, “Academic English-language skills affect students’
abilities to adapt socially at school and are also highly predictive of academic success in
the United States.” The first major theme identified, noted repeatedly by all participants,
was difficulty in school due to not knowing the English language. For example, Rosa
expressed that she “didn’t understand what people were telling her [or] anything around
her,” as stated by the interview translator. In addition, the norm was to have “all English
speaking teachers” and all of the materials in English.
The students in this study shared their struggle in regard to academics in all
content areas and in the social realm, as they noted a difficulty fitting in with peer groups
who speak English, and only making connections with other Spanish speakers.
According to Luis, “the most difficult part is not knowing the language” and the one
thing he would change would be “to be able to speak English.”
Needing academic support. According to Orozco, et al. (2008, p. 42), “Most
recently arrived immigrants face the challenge of learning English at the same time as
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they struggle to adjust to a new school and become more skilled academically.”
Additionally, “It takes, for most nonnative English speakers, five to seven years under
optimal conditions to achieve the level of academic language skills necessary to compete
with native-born peers in the classroom.” Hence, newcomer students are burdened with
learning the English language, while also learning academic content.
Martina shared that it was very difficult the first year in the United States because
she did not have a teacher to teach her the language, everything was “just English.” In
addition, she included that she still has a lot to learn because she did not “have an
opportunity like my friend to have someone teach me the language.” Luis stated that
when a teacher only speaks English, it would be helpful to have support, such as “a
person to be there with me who speaks Spanish,” to help him understand what the lessons
are about.
Similarly, Rosa expressed that it would help to “have the teachers try to find
someone to help translate or to help out” and that it would be nice “if it could be taught to
me in both languages.” Additionally, she stated that sometimes she makes connections
between the English and Spanish languages, but sometimes she does not. Thus, if
content was taught in both languages, she felt she “might learn more English.” She
further expressed, “I like to go to school, it is normal. They teach me and I learn,” and
although she has a hard time with some of the work, “it is coming along.” Still, Rosa
noted that “It is not normal to find teachers that speak Spanish. It is normal to find all
English-speaking teachers,” and that “sometimes it is only English, English, English.
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Also, when they give you a book it is all in English and you cannot understand. So, it
would help to get it also in Spanish.”
When asked where they fit in at school, Luis and Rosa stated that they mostly fit
in with Spanish speaking students, while Martina expressed that her friends speak both
languages, English and Spanish, and that she feels she belongs there, within that group.
Luis included that he is “getting to know some more people but it’s difficult and the most
difficult part is not knowing the language” and not being able to express himself. In
addition, he shared that the only thing he would change about his experiences at school
would be “being able to speak English.”
Eduardo expressed that “it would be wonderful to have a translator to walk with
me and be with me throughout the day,” and to explain things. He further shared that he
would like for others to know that he “does not know English and to please be helpful.”
Rosa stated that there are some people who help her because they know she does
not know enough English and that some people are kind to her in that manner. She
further stated that some of her peers “are very serious. I like how some of them are and
how they talk. They are good people.”
On the other hand, Martina pointed out that although newcomer students speak
Spanish, “here, there are different cultures and they are from different countries.”
Additionally, she expressed concern that she has encountered some students “that just
because she didn’t speak any English” wouldn’t speak to her or wouldn’t like her
automatically. Further, she wanted others to know that “just because I don’t speak
English it doesn’t make me a bad person.”
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Needing peer assistance. All four interview participants shared the need for
newcomer students to have assistance from peers and adults at school. Luis stated that
newly arrived immigrant students really need help and that it would be good if they were
able to have a guide to help them through and show them where their classroom is going
to be, what is going to happen, what they need, and what they need to know.
Luis further stated that that he would appreciate a support group. “A group of
students that I would be able to count on, that would be there for me. That would be
stable.” In addition, Luis expressed that it would be beneficial to have someone who
speaks Spanish to help him understand what the teachers’ lessons are about and “to learn
the language.”
Rosa and Eduardo also noted that it would be wonderful to have a translator to
walk with them and help out throughout the day. Specifically, Rosa stated that it would
be helpful if the teachers would “try to find someone to help translate or to help her out
[and] a class where she could receive that extra help to show you the words in English.”
Further, Rosa noted that the teachers “do not say this is how it is in Spanish and you say
it like this in English.”
Eduardo further expressed that he would like to have a “translator with me and be
with me throughout the day and explain things.”
Rosa expressed that it would be helpful if course content was taught in both
English and Spanish. She further stated that there are some people who do not want to
give her a hand and yet there are some people who do want to help her because they
know she does not know enough English, and “some people are kind in that manner.”
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Additionally, “If there is nobody to help, well, you don’t know anything. You don’t do
much because you don’t know anything.” Martina added that a course that teaches only
English would benefit.
Friendships
In regard to making friends, the four participants shared a commonality in having
mostly Spanish speaking friends. During the interview, both Eduardo and Martina stated
that the thing they like most about their school is their friendships. However, Eduardo
further stated that he “is a loner” and does not “have a group of people to stick around
with. I walk to school alone and do not belong to a sport or anything like that.” Rosa
expanded on this notion stating that she has made some friends; while she has very few
friends, she gets along well with them. Additionally, both Rosa and Luis expressed that
they fit in and speak mostly to Spanish speaking peers. Rosa added that she “plays
soccer and is training in school” and that is normal for her. Luis further expressed that
there are “only some people groups I would hang out with before school or on the bus”
but not all the time. He stated, “I am a normal person. I would like to be in a group if it
could be Hispanic or a diverse group because I am not racist.”
Family
The lived experiences of the four participants in this study differ in their coming
to the United States and the role their family played in their journeys. Eduardo
immigrated to the United States “with my cousins and uncle on the trip,” leaving other
family members behind. While Luis was sad to leave his country, he came to the United
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States to reunite with his father, which made him happy. Rosa came to America with her
mom who:
wanted to come here with the family she had here to learn new things, for a better
life. She wanted to come over here and she wanted to learn new things and she
wanted to learn the English language, graduate and also for a better job.
In the United States, Rosa and her mom spend time with other family members
who live here. Further, Martina traveled to the United States with her older sister to unite
with their parents who she had not seen since she was a very small child.
Social-Emotional Alienation / Isolation
Interview participants shared commonalities in social-emotional experiences and
needs. Common verbiage used were terms such as strange, weird, different, lonely, bad,
sad, and difficult. Although details were scarce in regard to these aspects, to the
researcher, the students shared responses that were not expected, drawing empathy and
compassion.
Feelings of estrangement. In leaving his country, Eduardo expressed that it felt
“strange.” In addition, being a newcomer at ETHS was “weird because a lot of people
stare” at him, “kind of like questioning ‘who are you’ or ‘what are you doing here?” This
made him feel weird. Similarly, Luis stated that living in the United States was “a little
strange because it’s a different lifestyle.” For example, he spends more time at home
than he did in his home country where he walked everywhere.
Luis further expressed that “I have seen many things here that in Cuba” he did not
see, “even in the way the cities are set, and cars here are very different” than in his
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country. He noted that “there are many people that are different. I have noticed that
there’s a lot of bad habits here, like marijuana.” In addition, Luis stated, “I feel strange.
It is a different atmosphere. It’s as if I do not belong to it.”
Difficult aspects. When asked their story about coming to the United States,
three of the four participants used the word “difficult” to describe their experience.
Eduardo stated that his trip to the United States “was a little difficult but thank God I am
here.”
In addition, Luis stated that being a newcomer at ETHS was very difficult for
him. It is difficult to meet new people “and getting to know who they are because I do not
know a whole lot of people yet. The most difficult part is not knowing the language and
not being able to express [myself].”
When asked what it felt like to leave her country, Martina responded that it was
“very difficult, however it was the best choice we could have made because there were
lots of gangs and they were invading” where they lived so they had a lot of problems with
them.
Finally, Rosa stated that she has learned some things at school but “has a hard
time with some of the work they give me.”
Positive aspects. While the participants in the interviews shared difficulties in
their life experiences both in coming to the United States and in school, all four
mentioned things they “like” about being here. When asked how it feels to live in the
United States, Eduardo stated that it “feels good! It’s beautiful! It’s huge!” He further
stated that he feels he is getting a better education and “I like that.” In addition, Eduardo
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stated that the thing he likes most about his school is “friendships” and that “the people
here are more respectful and like to help me .”
Luis expressed that while leaving his country behind, he was happy because he
would be reuniting with his dad. In addition, he stated that he likes sports: basketball and
soccer, adding that he played soccer in Cuba.
Rosa stated that being in the United States “feels good” because she “is doing
alright here.”
During her story of coming to the United States, Martina expressed appreciation
for the people at a house in Pennsylvania, where she and her sister first stayed.
According Martina, they treated her very well and were very nice. In addition, she
developed “really good friendships there.” Moreover, she “feels very good being here,
especially being reunited” with all of her family. At school there are several teachers
who truly help her and she “really likes that.” She also enjoys math and the friends she
has made, and likes going to school. In regard to her experiences, Martina further stated
that she is “grateful I am here and that what I have been through has made me stronger.”
Feeling alone. When leaving his country, Eduardo felt lonely because he left
people behind in his country stating that “they were no longer with him.” Luis felt
“really bad” because he was leaving behind his “living space, my land.” Rosa stated that
when leaving her country “at the beginning it was a little sad” because she was leaving
everything behind, but as time progressed, life became “normal” again for her.
Additionally, she expressed that when she first came here, she did not like it at all. She
“didn’t know anyone and felt very lonely” and did not understand anything around her or
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what people were telling her. She did not understand what was happening and had a
“hard time.” Rosa concluded that as she “started to get to know people things became
normal and I started to feel better.”
During her initial time in the United States, Martina and her sister were placed in
a home in Pennsylvania. She stated that the first night she was there she “cried and cried
for several nights” because she wanted to go home to her parents. In addition, the worst
part was that she and her sister “could not touch or comfort each other. All we could do
was stare into each other’s eyes from one bed to another, from one side of the room to the
other.” Martina further stated that the whole experience of coming to the United States,
“18 hours in the car without being able to use the restroom was very difficult” and she
does not wish that on anybody. However, the worst part “was coming and not knowing
anybody” and she wished that her “fellow classmates would help each other.” She
further wished that people would treat each other nicely and help each other out.
What Participants Would Change
During the interviews, all participants were asked: What, if anything, would you
change about your experience at school? As noted previously, all students maintain that
not speaking or knowing English is a struggle for them, and that English language
supports would be helpful. Even so, Eduardo expressed that he would change nothing
and that “everything is fine.” In addition, Luis added that he would “be able to speak the
language,” and Rosa added that she “doesn’t know really. Nothing bad has happened to
me.”
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The Final Question
All interviews concluded with one final question: “Is there anything else you
would like to add to your story?” Of the four participants, three of the students stated that
they had nothing to add. However, Luis responded, “I don’t know. When people first get
here most people do not approach you. They do not relate or speak to us.” He further
expressed that
new students really need help and more support, and that if we were able to have
like a guide to help us through and show us like, here’s where your
classroom is going to be, this is what’s going to happen, this is what you need,
this is what you need to know. There is usually someone to help but we still need
more support.
Martina’s Story
During her interview, Martina seemed eager and determined to tell her story,
more so than the other three. Without pause or prompting questions, she spoke clearly
and with such detail that mental images were readily accessed. Further, Martina was
poignant, drawing in her audience with ease. With detail, she shared her experience of
immigration, her initial placement in the United States, and reuniting with her parents.
Leaving her home country of El Salvador began on a Friday, without warning.
She and her sister left together, taking a bus to cross the border between Guatemala and
Mexico. Initially, they traveled 18 hours until they got to a house where they stayed
several days. As they continued to travel, “most people turned us away and we had to
keep moving.” Finally, they got into a small car that was “packed with people” even in
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the trunk! During the 18 hours the “smugglers” helped them travel. Eventually, they
crossed “the river” finding many items along the way, such as backpacks, pieces of
clothing, shoes, and bones.
In her group there were only four females, the other three were males. When they
finally made it to a clearing there was a car waiting for them in which they traveled for
several hours. They were then dropped off in a field at approximately 2 am. Martina
stated that it was “freezing, really cold” and all she could hear “was that there were cows
around her.” Finally, another car picked them up, however, she and her sister were
separated. They were reunited in the next house where they stayed for seven days.
According to Martina, “there were about 160 people living in the two-story house and all
of them were waiting. Some had been there several months to make it to the United
States.” Finally, they were picked up by other smugglers and provided an inflatable
device that they used to cross the river into the United States. From there they were told
that it would be up to them to find their way and were warned that they could be found
and picked up by immigration authorities at any time. They began to walk and were seen
by a man driving by who called immigration and turned them in. After being picked up,
they were searched and sent to a “camp” where they were given food, clothing, and a
small blanket that was made out of “aluminum.” They were also given a chance to take a
shower, but it was timed. When their time was up, they had to get out of the shower
whether they were finished or not.
Afterward, she and her sister were taken by Child Protective Services and sent by
plane to a home, an “orphanage” type place, in Pennsylvania. The home was for girls
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only, and it was explained to her and her sister that this home was not tied to
immigration, and that now they were wards of the state. Here they were given
immunizations, and a box with personal items, such as a toothbrush, hairbrush, and
sanitary napkins. She and her sister shared a room however, they were constantly
watched and were not allowed to hug or touch each other. Using the restroom and
showers were timed, and they had chores and a strict schedule to follow that included
school, recreation, and snack time. Martina shared that for several nights she cried.
Although the people there treated them well, she wanted to go home to her parents.
According to Martina, her sister would remind her that everything would be ok and that
this would all be over soon.
Martina and her sister came to the United States to reunite with their parents, who
she had not seen since she was a small child. In fact, she only knew them from pictures
and talking to them on the phone. The day that her parents went to pick her up she did
not recognize them, but her sister did. Her sister started to cry, and that is when Martina
realized it was her parents. One of the things that Martina is happiest about is being
reunited with her mother and father in the United States.
Conclusion
The interviews during this process varied in response time, details, and expanding
on information. Only one of the four participants shared a great deal of information,
providing clarity in understanding of her experiences. The other three were limited in
responses on all questions, and only one added a phrase to the final transcript of the
interviews. Even so, it is evident that the newly arrived immigrant students in this project
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shared a commonality in their experiences and needs at East Texas High School. The
data demonstrated a strong concern being the inability to communicate in English,
academically and/or socially, shared by all participants, as well as the desire for English
language supports. Similarly, the participants clarified their friendships and where they
fit in as being with other students who speak Spanish.
While the students shared feelings of sadness, loneliness, and other difficulties, all
agreed that they were happy about, and/or liked being in the United States. Some
expressed gratitude for a better education and a better life, as well as the friendships they
have made and being reunited with family members. Even so, their voices expressed a
need for assistance, for help with language and navigating social spaces within the school
setting.
Chapter V provides a summary of the study and conclusions reflective of the
interview data and the researcher’s insights. Additionally, implications related to the
study and recommendations for further research are shared.

CHAPTER V

Summary, Conclusions, Implications, and Recommendations

Introduction
In conclusion to this study, this chapter provides a complete summary of the
problem addressed, research questions, methodology, and major findings. In addition, an
analysis is provided as a set of conclusions that reflect the data gathered. Implications
and recommendations are stated, making suggestions that may benefit others as well as
for future research and beyond. The researcher concludes with personal insights gained
through the process.
The Researcher
“Most discrimination is unconscious and takes place whether we intend to
discriminate or not, despite genuinely held beliefs in fairness and equity” (Sensoy &
DiAngelo, 2017, p. 25). As a principal on an elementary campus with over 1,200
students receiving instruction from bilingual and ESL (English as a Second Language)
certified teachers, many of them newly arrived immigrant students, this project came as
an Epiphany. The awakening came as a doctoral student learning about and studying
oppression and inequalities, and in the process of becoming an educational leader who is
committed to social justice. As Freire (2000, p.8) stated, “The conflict lies in the choice
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between being wholly themselves or being divided…spectators or actors…between
speaking out or being silent.” Humbly, I recognized that while newcomer students were
eagerly enrolled in school, assigned to the appropriately certified teacher, escorted to
their classroom by a counselor, and provided with textbooks and materials, we had
nothing in place to support their social-emotional needs. This mission I began as a school
principal, and continued as a doctoral candidate, is one with great potential to improve
how we serve students who are new to the United States. Thus, recognizing the potential
to create learning environments that ensure equity in policy and practice, as well as
ensuring educator preparation that includes trauma informed instruction and English as a
Second Language strategies. Hence, through praxis, committing myself to
transformation (Freire, 2000, p. 54), authentically committed to the people and reexamining myself constantly (p. 60) in this endeavor.
Summary of the Study
Newly arrived immigrant students face a number of challenges during the
immigration process, and as they acculturate in the United States, that are unique to the
individual and have the potential to affect their social and emotional wellbeing in the
educational setting. According to Suárez-Orozco, et al., (2008, p. 53),
From their very first days in a new school in an unfamiliar country, immigrant
students are actively looking for ways to become acclimated and successful. Yet
their level of academic achievement depends not only on their willingness to work
hard, but also their ability to make friends, please teachers, avoid dangerous
situations, find helpful mentors, and most of all, learn English quickly and well.
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The problem addressed in this study was that while newcomer students are being
served at East Texas High School by appropriately certified teachers, receive resources
and materials to assist in learning, there is no mention of providing social-emotional
supports in the ETHS Campus Improvement Plan. Thus, the purpose of this study was to
identify and understand the lived experiences that newly arrived immigrant students face
in their school setting. The questions guiding this study were:
1. What are the lived experiences of newly arrived immigrant students at East
Texas High School?
2. What are the social-emotional needs described by newly arrived immigrant
students?
The significance and goal of this qualitative study was to provide a rich literature
review and glean information that could drive professional development, and to identify
possible programming and strategies to support the social-emotional needs of newcomer
students. Interviews were completed with four newcomer students from ETHS, with
assistance from a trusted colleague for translation from Spanish to English. Interview
transcriptions were analyzed and coded to identify emergent patterns or themes in the
lived experiences of the four participants. Themes included: The Language Barrier,
Social-Emotional Alienation / Isolation, Needing Peer Assistance, Friendships, and
Family.
Major findings within the themes contained both commonalities and uniqueness
among the participants. As mentioned by DeJonckheere, et al. (2017), the language
barriers created after immigrating to the United States from a Spanish speaking country
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added stress to newcomer students. Not knowing the English language was at the
forefront of participant concern. All students expressed the need for a translator, course
content to be taught in English and Spanish, and/or a course for learning English.
Students also expressed a variety of emotional aspects such as feeling weird or
strange being in a new and different country. Although they traveled with at least one
family member or were reuniting with family, students shared feelings of loneliness,
sadness, and feeling bad about leaving loved ones and/or their country behind. Students
further stated that they had some difficulty with the immigration process but like being in
the United States, at their school, and the friends they have made.
Conclusions
This qualitative study provided a glimpse into the lived experiences of four newly
arrived immigrant students at East Texas High School, bringing insight to their stories,
challenges faced in the school setting, and suggestions for possible supports. Although
the study was focused on the lived experiences of newcomer students in one high school
setting, the researcher considered the background knowledge of their immigration
experience as a part of their cultural identity, a part of who they are. “Immigration is a
complex, multifaceted phenomenon involving many factors and variables that may be
viewed through a variety of lenses” (Suárez-Orozco, et al., 2008, p. 2).
As shared during their interviews, each participant’s experience in coming to the
United States was unique in purpose, process, and prospect. As a major life decision, all
participants defined leaving their home country as difficult because of what they were
leaving behind, whether the land or their families, or both.
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Although seeking a better life and the prospect of reuniting with loved ones,
participants still experienced loss. According to Suárez-Orozco, et al., (2008, p. 56),
“Migration is first a family affair…More often than not, family obligations and family
ties are the very foundation of the arduous immigrant voyage. The process of migration,
however, inflicts tremendous stress on family members.” Previously unable to
empathize, the researcher always considered immigrants as fortunate to be a part of this
country and the freedoms it offers and expected the blessing of being here to make
acculturation an easy task. I had not considered a form of brokenness and heartache to be
a piece of the baggage attached to immigration and acculturation. While students attempt
to navigate and learn, the stressors may cause division to their individual identity.
The Language Barrier. The overarching theme throughout the research
consistently returned to newly arrived immigrant students not knowing the English
language. This facet of the study reverberated through social and academic realms in the
school setting, affecting each participant, as they all repeated their struggles to understand
expectations, social realities, and required learning. Unable to communicate with the
written and spoken words around them, the participants shared much difficulty in finding
success. As stated by Suárez-Orozco, et al., “Academic English-language skills affect
students’ abilities to adapt socially at school and are also highly predictive of academic
success in the United States.” When asked what the schools could do to help them, all
four participants asked for help with learning English, for translators who would assist
them as they learn, and for support groups to help them navigate the social realm.
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In my experience, students struggle when they change schools. Everything about
their new campus is different. They have to learn to navigate the campus lay out,
following a schedule with the burden of finding their way to classes within the allotted
time, for fear of consequences. In addition, the campus is full of adults they do not know
and will have to learn to trust, all while determining to keep up with academic and social
norms. According to Grigg (2012, p. 388), frequent moves and changes of schools are
associated with negative outcomes in achievement and social realms. For the newcomer
student, not knowing English and not understanding the various communications around
them places additional weight on an already heavy burden.
Social Emotional Alienation / Isolation. “The call for immigrants to give up
their languages, to leave their cultures behind, and to acculturate in fast-forward has
unanticipated consequences” (Suárez-Orozco, et al., 2008, p. 372). All participants
shared varied emotional aspects in regard to the immigration process and their lived
experiences at East Texas High School. Stories of who and what was left behind, as well
as their struggles to find where they fit in with peers left them with sadness, loneliness,
feeling “strange,” and “weird.” Orozco, et al. stated, “No man is an island – and
immigrants in particular need to create social connections to replace those they have left
behind” (2008, p. 358).
The fact that the participants in this qualitative study were unable to speak
English seemed to play a pivotal role in where they fit in socially. Students repeatedly
shared difficulty in all aspects due to the language barrier and shared that they wished
people would be kind and help them.
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Theoretical Connections
The theoretical frameworks used to ground this research require educators to
recognize the potential of oppressive policies, practices, and resources, whether
intentional or not. This research defined the need for changes in the status quo, and the
necessity of changes that alleviate alienation and isolation of newly arrived immigrant
students, as well as to ensure language supports. As educators and advocates for
newcomer students, it is imperative that knowledge is turned into action.
Implications
East Texas Independent School District continues to enroll newly arrived
immigrant students on a consistent basis, as do other Texas public schools. The problem
addressed in the study suggested that although compliant in state and federal
requirements for English language learners in the public school setting, the necessary
social emotional supports have not been specifically addressed, as noted in the ETHS
Campus Improvement Plan.
In seeking information on the lived experiences of newcomer students, the
questions to be answered were designed to define the needs of these students in their
school setting, and to bring to light possible strategies, policies, and processes that
provide support and meet their needs. This qualitative research study provided valued
information concerning the needs of newcomer students and offers recommendations to
meet their needs. The overarching struggle for all students was reflected in their lack of
knowing the English language, affecting both academics and social realities. Thus, their
greatest need appeared to be in language support.
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In a study completed by Suárez-Orozco, et al., students reported that knowing the
English language “is very important to speak [in this country]…important to get ahead”
(2008, p.147). The students in this study further stated that learning the English language
“is very hard.” It is evident that providing students with peers and adults who will
translate information and communication is imperative to student belonging, social
confidence, and academic success. Further, providing materials and resources in both
Spanish and English aids in their ability to make connections with learning and
expectations.
The immigration process for the students coming to the United States varied in
purpose, in experience, and in relationships effected and/or forged. All participants had
feelings of sadness and loneliness, likes and dislikes. Simultaneously, they were
genuinely appreciative of being in the United States. It could be suggested that
navigating the differences in a new country and in a new school setting offers its own
challenges. While the students expressed that they liked being in the United States and
having the prospect of a good education, they shared the difficulties in what they left
behind in their countries, such as family members, a certain way of life, and the land that
they know. In addition, students faced certain hardships during the process, such as
Martina, who saw bones during her travels. The participants shared that having a support
group that could be there for them and that they could count on would be beneficial.
Perhaps this would be a group of students who have similar experiences and can relate,
share their stories, and offer assurances and hope.
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Recommendations for Future Research
The research methodology for this qualitative study included interviews with four
newly arrived immigrant students at East Texas High School. The students ranged from
being in the United States six months to three years and were in ninth and tenth grades.
As a non-Spanish speaking individual, I had a bilingual colleague help with translation
throughout the process, including gaining consent and assent, through all interviews, and
in gaining approval from the participants as to the final transcriptions.
Additionally, due to COVID 19 circumstances, interviews were not permitted in
person, partially out of fear, but also due to the Center of Disease Control guidelines,
prohibiting gatherings in public or private places. In addition, school district guidelines
would not allow personal contact with students or families during the study. Thus, all
interviews were conducted via zoom or conference call, removing personalization, which
may have adversely affected the ability to build trusting relationships between the
participants and researcher.
Using the zoom electronic meeting platform allowed for some visual between
researcher and participant. Still, having no opportunity to build relationships, and all
communication being electronic, created a barrier and limited conversation and
information gained. Other than Martina’s story, the other participants were very brief, to
the point, and did not engage strongly during the interview process.
Invisible barriers. It is important to note that thirty newly arrived immigrant
students at ETHS were contacted by phone by the translator/transcriber who explained in
detail the purpose of this qualitative study. In addition, as researcher, I explained that all
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contacts would remain confidential and that at no time would actual names be revealed.
Initially, all students agreed to meet and/or communicate further to gain information
about the study before committing to participation. Of the thirty students contacted, only
four followed through in agreeing to the interviews.
Several students initially agreed to participate in the study, but they did not
answer phone calls or return messages as interview sessions were being scheduled. It is
unclear why this happened, but I would suggest that their potential undocumented status
and fear of consequences may have played a role in their decision. Further,
communication barriers undoubtedly affected the process of selection of participants for
the study. As the researcher, I recommend that future researchers who seek to design
replications or similar study, develop relationships and sustain trust with the participants
in order to gain a larger sample.
Future methodologies. It is recommended that future research include additional
interview participants that allow for both parties to communicate fluidly, either in
Spanish or in English, without a translator. In addition, providing an opportunity to work
face to face in a setting comfortable for participants and conducive to building
relationships, would be beneficial in gleaning new and substantial information.
Moreover, to further transference of information, it is recommended that the study be
broadened to include elementary and middle school students, and/or students from
surrounding districts.
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Recommendations Beyond Research
As a result of this study, it is recommended that newly arrived immigrant students
be provided a support group of peers to guide and help them navigate the public-school
setting. This support group might also provide language supports, such as translation and
peer tutoring. In addition, ensuring counseling services from a knowledgeable school
counselor or social worker is encouraged. Textbooks and materials should be provided in
English and Spanish to ensure language supports and connections in learning. Moreover,
providing a program that would teach newcomer students the English language as part of
their daily curriculum is highly recommended and would have the potential to increase
their academic and social engagement.
Educational leaders must become advocates for newcomer students, seeking
community supports and partnerships that will provide necessary resources that will help
in the acculturation process and lead to student success in American schools. By
including community groups, such as the rotary club, financial support can also be
provided that will allow for supplies, food, clothing, hygiene needs, and the like. In
addition, Title III, Part A requires that funds are specifically targeted for programming
and services immigrant students, with the purpose of assuring that these students meet
standards for grade level and graduation. Thus, Title III funding shall finance enhanced
instructional opportunities for such activities as family literacy and outreach, recruitment
and support for personnel, tutorials and mentoring, curricular resources and materials, as
well as other instructional services designed to meet the needs of newcomer students.
Grants, such as the Mazda Foundation Grant and the Teaching Tolerance Grant provide
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funding that promotes education and literacy, cross-cultural understanding and social
welfare, which would strongly support immigrant students as they navigate acculturation
and the public school system. As advocates for newcomer students, educational leaders
have the responsibility to keep websites updated with resources, such as the American
Psychological Association site, for immigrant families, and to recruit volunteers to teach
families how to navigate the new world.
Professional development must include information and strategies for working
with students from trauma, as well as instructional strategies that support English
Language Learners. Trauma informed instruction would provide supports for students
who have had adverse experiences during the immigration process, whether leaving a
familiar home and family, mentally, emotionally, or socially. In addition, instructional
strategies for English Language Learners, such as the use of visuals and question stems,
will increase the opportunities for academic success. In addition, professional
development opportunities for local school board members, administrators, and
community leaders, should include training on legalities and changes in policy, as well as
financial advocacy.
School district employees would also benefit by being provided information and
strategies to support families. In my experience, many of the newcomer immigrant
families are unable to attend school activities because they do not have a valid form of
identification. Thus, a program created for families that instructs members how to get
valid identification and to navigate expectations in the school community would further
benefit these families. According to Orozco, et al. (2008, p. 87),
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Addressing immigrant families’ needs through partnerships among after school
groups, community organizations, schools, and churches would go a long way
toward expanding these networks of supportive relations and easing the transition
for these families. For although immigrant families are highly resilient, there are
clear limits to the assistance that immigrant parents can offer their children –
especially given the less-than-optimal educational environments that their
children so often experience.
Concluding Remarks
Being a campus principal in ETISD, this study is very personal and brings images
of students and some of their stories to mind. I cannot help but feel incomplete in this
process, as limitations did not bring to fruition what I had hoped. As an educational
leader, it is always my goal to make a significant and positive impact on this great work
that we do, and to change the world for students, staff, and families.
Here, I have only had the privilege to glean a small percentage of what is surely
the tip of the iceberg on this topic. Still, the information gained through this study,
through practice, and through research has started a fire within that certainly will not
quench until needs are met for all newcomer students. It is evident that educators can no
longer believe that simply placing newly arrived immigrant students in a classroom with
a bilingual or ESL certified teacher is enough.
We must go beyond compliance and know their stories, proving to be devoted to
providing necessary supports for the whole child. The process will require training,
understanding, and commitment from all stakeholders within the school community.
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“These youth are already in the United States and will remain here. Our challenge is to
make sure that they will one day be able to better themselves and contribute to their new
society” (Orozco, et al., 2008, p. 375). This, indeed, has the potential to change the
world.
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TEC §89.1201. Policy Assurances
To ensure equal educational opportunity, as required in the TEC, §1.002(a), each school
district shall:
(1) Identify English learners based on criteria established by the state;
(2) Provide bilingual education and ESL programs, as integral parts of the general
program as described in the TEC, §4.002;
(3) Seek appropriately certified teaching personnel to ensure that English learners are
afforded full opportunity to master the essential knowledge and skills required by
the state; and
(4) Assess achievement for essential knowledge and skills in accordance with the
TEC, Chapter 29, to ensure accountability for English learners and the schools
that serve them.
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Key Theoretical Relationships in Acculturation by Gil, et al., (2013, p. 45)
1. Negative self-esteem results when individuals low in acculturation experience
high levels of stress. The individuals may experience conflicts, feel cut off from
the culture of origin and its strong supportive networks, and be faced with a
foreign, often unwelcoming culture, where they do not have the knowledge and
resources to cope effectively in the new environment.
2. Individuals low in acculturation, but who experience lower levels of stress, will
have better mental health and adjustment. These individuals presumably benefit
from the mediating effects of traditional cultural values, such as family support.
Also, knowledge of and participation in the host culture, while retaining the
positive, protective factors of their traditional culture.
3. A curvilinear relationship exists between acculturation and mental health status
because bicultural individuals experience better psychological outcomes due to
their knowledge of and participation in the host culture, while retaining the
positive, protective factors of their traditional culture.
4. An inverse relationship is postulated between high acculturation and negative
mental health outcomes because of increased perceptions of discrimination,
internalization of minority status, and/or socialization into cultural attitudes and
behaviors that have a disintegrative effect on family ties.
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Communication Keys to Gaining Initial Access to Participants
Potential participants “will probably make a very fast decision on the basis of your initial
approach regarding whether they are willing to talk to you or not” (Rowley, 2012, p.
264). Thus, it is important to:
1. Indicate who you are (including the university and course that you are attending)
and why you are conducting this research.
2. Capture the interest of the potential interviewee, with a brief explanation of your
research, and if appropriate, send them the interview schedule.
3. Be clear as to the amount of their time that the interview will take.
4. Ask their permission to record the interview.
5. Assure them of confidentiality.
6. Provide any details regarding benefits to them, such as a summary of your
research.
7. Give your contact details, and invite them to indicate their availability over the
next two weeks.
8. Follow-up if your initial contact does not provide a response.
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Semi-structured Interview Question Protocol
Level 1 Interview:
Level one interviews will begin with introductions between the participant and the
researcher. The researcher will briefly explain his role, why this study is being done, and
provide a brief summary of his background. The researcher will create a trust
relationship with each participant, on a personal level, through casual conversation, to
create a comfortable and trusting setting.
Level Two Interview:
Level two interviews will begin with a review of the member check provided in
the interim between level one and two. Based on the analysis of the data collected in the
level one interviews, questions will be derived for further investigation or clarification.
Level Three Interview:
As required for saturation of data, questions will be formulated based on analysis
of interview responses for level two. Level three interviews will begin with a review of
the member check provided in the interim between level two and three. Again, based on
the analysis of the data collected in the level two interviews, questions will be derived for
further investigation or clarification.
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Interview Questions
Student Questions
1. How old are you?
2. What grade are you in?
3. How long have you lived in the United States?
4. What did it feel like to leave your country?
5. Tell me your story of coming to the United States.
6. How does it feel to live in the United States?
7. What have you learned from your experience?
8. What do you like most about your school?
9. What have you observed about your peers at school?
10. Can you describe where you fit in at your school?
11. What is it like being a newcomer at your school?
12. What could your teachers, administrators, and others do to help you at school?
13. What if anything would you change about your experience at school?
14. What do you believe is important for others to know about you?
15. Is there anything else you would like to add to your study?
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Whittemore, Chase, and Mandle Assessment of Primary and
Secondary Criteria of Validity

PRIMARY CRITERIA
Credibility

Do the results of the research reflect the experience
of participants or the ontext in a believable way?

Authenticity

Does a representation of the emic perspective
exhibit awareness to the subtle differences in the
voices of all participants?

Criticality

Does the research process demonstrate evidence of
critical appraisal?

Integrity

Does the research reflect recursive and repetitive
checks of validity as well as a humble presentation
of findings?

SECONDARY CRITERIA
Explicitness

Have methodological decisions, interpretations, and
investigator biases been addressed?

Vividness

Have thick and faithful descriptions been portrayed
with artfulness and clarity?

Creativity

Have imaginative ways of organizing, presenting,
and analyzing data been incorporated?

Thoroughness

Do the findings convincingly address the questions
posed through completeness and saturation?

Congruence

Are the process and the findings congruent? Do all
the themes fit together? Do findings fit into a
context outside the study situation?

Sensitivity

Has the investigation been implemented in ways
that are sensitive to the nature of human, cultural,
and social contexts?
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Letter of Consent to ISD
Dear Mr. _______,
I am writing this letter to seek approval to conduct dissertation research, as
required for the completion of the Stephen F. Austin State University doctoral program,
at East Texas High School during the 2019-2020 school year. The dissertation is titled
“A Qualitative Study of the Social-Emotional Needs of Newly Arrived Immigrant
Students.” Due to the recent increase of newly arrived immigrant students in East Texas
ISD, this study is relevant and seeks to provide strategies that will help meet needs of
students served in the district, and to ensure equitable practice. All participants, as well as
the ISD and campus will remain anonymous and confidential.
The qualitative dissertation research on the high school campus is expected to
take place during the Fall of 2019 and will include interviews with three to five newly
arrived immigrant students, their teachers, and their parents. Consent will be received
from all students, parents, and teachers. Questions will include information about the
students’ lived experiences during the immigration process and the educational setting at
East Texas High School. A trusted EISD administrator will assist in translating and
transcribing texts from Spanish to English.
Thank you for your consideration of this request.

Sincerely,
Janie Snyder
Principal, Southside Elementary
Doctoral Student at Stephen F. Austin State University.
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